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Foreword

INUAL CONVENTION of the International Reading Association

AN
grown to the extent that it is no longer economically feasible to

11
pubhs all the papers presented. Therefore, five volumes on specific
topics were planned as an outcome of the Kansas City Convention.
Papers not published in these volumes were made av*ulablg to the
editors of the Association’s journals for possible publ ation and to
ERIC/CRIER for input into the ERIC system

The papers selected by J. Allen Flﬁ‘LI’I’El to be included in this
"I’iﬁé fcu:us upan the prﬁblems CiE teachmg rfzadmu‘: to the chsad-

THE
5
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very Qrgamzatmn. Thf: 1¢zarners baikﬂ“f@und in 1 ,,,,, guage and ex-
perience, the teacher’s gaals and measures of potential and achieve-
ment, the school’s adjustment of program and instruction are all
factors that effect successful learning for dis*’idvantaged students and
are all represented in the selected papers. Furtherm re, the selected
‘papers reveal that the disadvantagd are not restricted to urban or
rural areas nor are they restru:tf:d to *—my age grr;iup A th:::ughtful
pr::blc:ms dealt wzlth are among the most severe f;’aciﬁg Arneri::a’s
schools. ., .

A special w::srd of thanks is appropriate to J. Allen Figurel, not
only for his service as editor but also for his contributions in helping
us to better understand the problems faced by the disadvantaged in
learning to read.
LEeo Fay, Presidsnt
JInternational Reading Asso Elatlﬂn







GENERAL CQNSIDERATIDN S

Are the Reading Goals for the Disadvantaged
Attainable?

J. ALLEN FIGUREL
Indiana University Northwest

THE ULTIMATE reading goal for the disadvantaged reader is no dif-
ferent from that of other boys and girls. In his address, entitled
“Target for the 70’s: The Right to Read,” to State Boards of Educa-
tion, Commissioner Allen of usoE stated it so succinctly: competency
m reading for every student. The short-term and day-by-day reading
goals for disadvantagec boys and girls will have to be somewhat dif-
ferent if the ultimate goal is to be reached by the time they leave
school. The approaches, practices, techniques, and sequential learn-
ing tasks have to be adjusted to the particular needs of disadvantaged
students. The extent to which these adjustments are made will de-
termine the degree of success that will be achieved in developing
competent readers.

With the advent of the Great Cities Projects in the Eaﬂy 1960’s
and with the enactment of the Elementary and Secondary Education
Act in 1965, thousands of programs and projects have been insti-
tuted to improve the education of the poor and disadvantaged.
These have run the gamut. from prekindergarten through high
schr}al grades. Billions of dollars have been poured into these pro-
grams. Needless to say, many programs have been concerned with
the 1mpmvement of reading. Yet the results, with a few possible
-exceptions such as Heacl Start (Eunded by oEo0), have been definitely
dlsapprsmtzng

Reading Retardation Is Greater in Large Cities

Large cities, with higher concentrations of disadvantaged boys
and girls in ghetto-and margmal areas, have a high degree of read-

1



2 ARE READING GOALS FOR DISADVANTAGED ATTAINABLE?

ing retardation in their schools and consequently receive much
criticism about reading test results, To help disadvantaged children
do better in reading, Detroit schools developed a series of readers
which depict black, oriental, and white children. The new readers
were developed for the primary grades. The content style of the
readers is very similar to that found in basal readers, although efforts
were made to include plot in some of the stories to arouse more
interest in reading. Reports of some teachers indicate that Detroit
readers are very popular with all children, The influence that they
may have on reading achievement in upper grades and high school
has yet to be ascertained. One thing is certain, children of Detroit,
like those in all large cities, still read quite below their capacity
levels. Recently the superintendent of Chicago schools revealed that
he was displeased with the reading and 10 scores reported for all
Chicago children, He said that whereas beginning children are at
national norms, other.students lose from 13 to 26 points by the time
they are in the twellth grade. He stated further that the results of
the citywide testing are worse today than they were three years ago.
Criticisms of reading in New York City and Los Angeles schools
have been widely reported in the news media and do not need fur-
ther explanation here. Test scores for disadvantaged children in all
large city schools indicate there is “progressive retardation” taking
place. The longer a child remains in school the less progress he
makes in relation to his capacity for learning to read. In the first
grade, he may be retarded six months. By the time he is in the sixth
grade, the retardation may be one, two, or even three years. In high
school, the retardation may increase to four or more years. Of course,
the degree of retardation varies from student to student and iz based
on both intrinsic and extrinsic causes. How can this retardation be
stopped? Research has been of little help, for most studies have dealt
“with assaying and listing deficits and limitations of the language of

the disadvantaged. Very few studies have dealt with learning meth-
odology. And this is what teachers of the disadvantaged need and
want. Answers must be found quickly, for sociologists say that by
1975 two out of three children in schools can be classified as dis-
advantaged. What a challenge for American schools!
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FIGUREL
The Teacher's Role

The teacher is the focal point in any school activity. Her atti-
tude and feelings are reflected in everything she does when children
are around. Disadvantaged children sense this very quickly, espe-
cially if they think they are being personally rejected. Their efforts
at learning tasks are in proportion to their feelings toward the
teacher. They like teachers that show an empathetic attitude toward
them and they will work very hard in trying to please a teacher that
has this attitude. On the other hand, they will do their darndest to
upset a teacher who they think rejects them, and in this they can be
very rebellious. Effective reading teachers brmg out the best in their
students and this can only be cl::irie if there is positive interaction
taking place between her and her students. This helps to set a pos-
itive atmosphere for learning in the classroom. The schoolroom
climate enables the teacher to plan her work without interruptions,
In planning reading lessons for disadvantaged children, teachers
should keep in mind the unique needs of each child. Lessons should
be organized around these needs. Disadvantaged children like short
lessons. Their span of attention may be short. They are immediately
interested in seeing how successful they have been. This idea en-
compasses the closure technique that psychologists talk about in re-
lation to motivation. Disadvantaged children like concrete concepts
better than the abstract. Reading material should reflect these con-
cepts. Background information may be lacking in some children.
When such information is required before an answer can be given,
the teacher should furnish it. If a child asks for some aid, he should
not be sent to some reference book to find it, but ratner the teacher
should give the assistance asked for, Above all, teachers should be
approachable at all times.

‘What possible causes could there be that keep teachers from
functioning effectively in inner-city schools? One can only surmise
some of the causes since research studies in this area have often
shown contradictory or ::cnfusmg causations, Is it that teachers of
ghetto schools are less prepared and have had less experience? There
might be some truth to this allegation when one realizes that candi-
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dates for positions in many large city schools take examinations for
employment eligibility. The ratings on these tests determine their
place on eligibility lists. The teachers with the highest rank on place-
ment lists have first choices in selecting schools in which to teach,
and to no one’s surprise, they select white schools located in what is
termed outer city. In most cities the demand for teachers is often
greater than the supply. Usually, many vacancies still exisi after all
who passed the test are placed. To fill the leftover vacancies, substi-
tute teachers are placed in regular positions, which for the most part
are found in inner-city schools. As the result children who need the
best teachers often find themselves with the least prepared and often
uncertified teachers. And the heavy turnover in substitute positions
seems to cause the situation to deteriorate further, Efforts to over-
come such practices are being made in some cities but seniority and
other uncontrollable factors have limited the movement of good
teachers to disadvantaged schools. The use of paraprofessionals and
modern materials has brought some relief to such schools, but these
efforts so far have done little to improve the learning climate.

Even the good teachers who are found in disadvantaged schools
sometimes seem to get poor results in teaching reading. A large
number of middle class teachers who teach in ghetto schools spend
too much time in trying to make over disadvantoged children into
children with middle class mores, They feel strongly that the poor
children have been denied so many middle-class niceties that it is
their duty to bring to them the things which, in their opinion, will
bring about the change. The time spent on such enrichment could
very well be added to reading activities.

Language Capacity, Language Acquisition, and Reading

"The language of disadvantaged children has been evaluated ex-.
tensively in terms of its cultural and social variations rather than in
its native or biological aspects. Statistically significant differences on
the language development of disadvantaged, as compared with that
of middle-class children, have been reported generally. In these
studies language development is taken as a demonstration that it is
contingent on specific language training. And this is partly true, but
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it is equally important, if not more so, to make a distinction between
what children do in language acquisition and what they are capable
of doing., The capacity for language development is the factor which
_is usually forgotten or not known by teachers, It is the basic factor

that should be considered rather than keeping in mind the deficits
which environment has hrought about. The biological aspects of
language are more basic than the sociological. In a carefully cou-
ducted research study on language, Lenncberg,* a neurobiologist,
listed some basic EDI‘IEEPES abﬂut langu:ige Whli:h shguld be cénside

rfzay w::ll serve to cha?ngt: the teacher 5 att1tud on language and may
serve to givg hf:r bzglnnmg pﬁs:ltlv& attltude tC)W}iI‘d the CllS‘IdViil’l—

onset is agc cgrrelated 5) ;here 1§ cmly one atqulsn_:mn strateg‘y:-ll; is
the same for all babies in the world, 4) it is based intrinsically upon
the same formal operating characteristics whatever its outward form,
5) throughout man’s recorded history these operating characteristics
have heen constant, and 6) it is a form of behavior that may be im-
paired spez:iﬁcally by circurmscribed brain lesions which may leave
other mental or motor skills relatm:ly unaffected. He further stated
that children begin to speak no sooner and no later than when they
reach a given stage of phys:u:al maturation. Lanrruage development -
correlates more closely with motor coordination than with chrono-

logical age. It is interesting to note that on almost all counts lan-
guage begins when such maturation indices iiave attained at least

65 percgnt of theu’ mature values and mvr:rsely laﬁfruage a::qmsnmn

“tD kmdergartfsn anci pnmary ‘school teac:h&rs whg can mf:lude in
their activities coordination exercises. And in assessing the degree of
“development of the capacity for language all teachers shc:uld use a
few broad and developmental stages rather than to make an inven-

* Eric H, Lenneberg. “On Explaining Language,” Science, 164 (May 1969),
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tory of vocabulary, syntax, and the like. We learn from Lenneberg's
study that disadvantaged children have capacity for language equal
_ to that of children from middle-class homes. Let teachers begin with

_capacity rather than with acquisition of language analyses.

‘There is a difference between language capacity and language
acquisition. One acquires the language he hears in relation to his
capacity for language learning. Are disadvantaged children able to
acquire language with the same rapidity as other children? One needs
only to listen to a group of disadvantaged youngsters at play to learn
that they are very talkative and learn language from each other very
rapidly. In many classrooms, the teacher’s greatest difficulty is to keep
‘her pupils quietly at work. Disadvantaged children seem to want to
babble all the time and find it harder to keep quiet than children

who come from middle-class homes.

'The language of disadvantaged children reflects all the deficits
and limitations of environment. In most cases language patterns have
- been imported from the South and the patterns-reflect the dialect of
~ “the South. It is a dialect of the English language and is not to be
termed had English as some teachers are prone to do. The dialect of
the disadvantaged, in addition to differences in tonal effect, consists
in the use of short and to the point ‘sentences; verh irregularities;
omissions, particularly at the end of sentences; repetitious vocab-
ulary, and certain other irregularities, Nevertheless, it is English and
“can be understood by people who speak other dialects,
- Ifa disadvantaged child has innate capacity for language and has
~shown that he can acquire language very rapidly, why is it so dif-
ficult for him to learn to read since reading is a facet of language?
‘One would suspect that reading requires the knowledge of standard
~ English patterns, which are not very well known by the disadvan-
taged. Ways must be found to have the disadvantaged acquire stan.
dard English patterns at an optimum time of language development.
‘Two, three, and four year olds are now going to nursery schools for
this purpose, But there are thousands of children who are already in
school and ways must be found to help them soon for they, too, have
a “Right to Read." Everyone is concerned about reading now:
teachers, parents, employers, and the general public can't understand



FIGUREL 7
~why schools turn out such poor readers. We have such beautiful
- buildings, educated teachers, and a wealth of materials including
technological aids and in some instances, paraprofessionals, 7

When a disadvantaged child enters school he is all excited about
the wonders that are cgntaméd in those large and beautiful build-
ings. Even an old building looks wonderful to him when he com-
parf:s 1t w1th hlS tenement aparl:, ment. Upcm enter,,,g l‘.hE classmgm

who do not understand a foreign laﬁguage ‘the speaker seems to
speak very rapidly when in reality to one who understands the lan-
guage the speed is very natural. The same impression is made on a
dzsadvantaged child who first hears the standard English of the
teacher. He finds it hard to communicate with the teacher. At first
he may try to make sense of what the teacher is saying. He soon dis-
covers that his answers. are wrong and are not acceptable. He dis-
~covers very soon that it is much easier io say nothing and not be’
bothered by the teacher. A sense of frustration sets in and he soon
begins to believe that he is not very bright. Thus begins the long
IiﬁE r;if failufes and 'destrﬁttign af his selfsir’nage When he gets iﬂtﬂ

memorize Wgrds or lettcrs, but since they mean very lltt]E to him he
soon fargets thr:m. The teat:her may tell the wnrds or saunds to h:m

ye*trs rcll by, he may Ieam to read a llttle, but he fails many times
and he is always in the lowest group. Finally he reaches the end of
the compulsory school age and quits school to become another drop-
out and possibly a street bum. How different this boy could have
been had teachers understood his needs from the start.

Some expenrnents have been Qndutted in certain schools to
try to overcome some of the deficits and limitations that disadvan-
taged children have in learning to read. Some of these look promis-
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ing. Consensus, however, has not been reached on ways to teach
reading to the disadvantaged effectively, Ingenious teachers will find
‘many ways of making disadvantaged children competent readers,
Linguists have been saying for a number of years that children
should begin reading the language patterns they understand and
use. The language experience approach lends itself to this recom-
mendation very well, Language experience charts can be prepared
by the teacher from children's own experiences or stories and used
for reading. With the help of paraprofessionals, individual stories
can be dictated by the children, written on personal sheets and then
used as reading materials. If the teacher is effective, she soon begins
to make slight corrections when she does the manuscript work. Since
the concepts will not be new, the children will find the reading
material easy to read in spite of the changes. The procedure has
endless possibilities. It permits the teacher to change the language
patterns gradually until the child finds himself reading standard
English without realizing the transition which has taken place. The
difficult part of the procedure is to get the teacher to accept a pattern
which in her own estimation is not good English. By making the
first reading easy the teacher is building the child’s self-image and
giving him a feeling of being a successtul reader. In fact, a child can
even feel that he is an author by compiling all of his experience
stories into a booklet with an appropriate cover and cover design,
- Another practice which seems to have some promise is to delay
formal reading until the child develops language sophistication in
standard English, In this procedure the child spends most of his time
in the early primary grades in oral English. Repeated practice ses-
sions are held throughout the day. Objects are introduced. Children,
for example, may pass a cup to each other saying, “This is a cup.”
The constant repetition eventually catches on and when it does a
new object is introduced. More difficult language patterns are jn-
troduced as progress is made, Attention to informal speaking habits
are noted and corrected later on. Language ‘labs, ‘tape recorders,
record players, the Language Master, and others can contribute much
to this procedure. Where this practice has been tried, it has been
criticized by the parents who want their children to read when they
enter school. Teachers are reminded that they are not trying to
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change a child’s permanent dialect but rather that they are teaching
a language pattern needed in school now and in his place of employ-
ment later on. -

Some teachets still believe strongly that all children, the ad-
Va’maged and the disﬁdvantaged shauid start with the basal fEidii‘lg

readmg SLIHS may be Iearnsd in an crclerl_y manner. Lahcriausly thEY
work with the children from the reading readiness books, through
“the preprimers, the primers, first readers, and on through the sixth
readers. Since the three-group plan of organization is standard in
such practice, disadvantaged children invariably find themselves in
the lowest reading groups. In first grade they are almost always found
in the reading readiness group. Since progress in reading under this
plan is slow for the dlsadvantaged all through the primary grades
they always find themselves in the lowest reading groups. The slow
groups may take one or two years longer to complete the designated
readers. As children in these groups grow older they find themselves
forced to read stories intended for younger children and thus become
less and less interested in reading, If grouping is continued into the
upper grades the problem becomes even more acute, Imagine a fifth
grader becoming interested in material found in a second reader.
The three-group plan in integrated schools causes another severe
problem for disadvantaged children, Many of the retarded children
in reading are black. Very often the slowest group is made up of all
black children since they are the ones that have made the least
progress in reading. This situation creates segregatmn The resulting
groups of children learn little from one another since they all have
language deficits and limitations. Imagine the frustration of black
children who find themselves in groupings which are segregated.
Schools should guard against creating segregation through ability
~grouping which casts black children into slow groups.

If the teacher must use the grouping plan, she should c:fgimze
her wqu_ so that the slow groups get more reading periods, perhaps
two or even three times a day. 'The purpose of the added periods is
‘to help the slow readers catch up with others who need less time for
readmg Sﬂme teachzrs WIll respcmd by asLlng hc:w they can EEﬂEh




she should study its basic principles to see if 'l';hey can meet the

specific learning needs of disadvantaged children, If a teacher finds

that something in the method does not work wel] with these children

she should discard it or find ways of adjusting it so that i will. A

Particularly in terms of approaches and methodology. The disadvan.-
taged have equal capacity for language development, They also have
equal ability in the acquisition of language, What language patterns -
they have acquired have certain deficits and limitations in relation
to standard English, They have shown that they can overcome these
deficits in doing their school work, They need enlightened and
empathetic teachers to ajqd them to acquire new language patterns
needed for success and competency in reading, Can we do this for all
children in the 1970’5 The challenge has been given to us,



R e T P

Language Variation and Literacy

‘RoGER W, SHuy
Center for Applied Linguistics
ALTHOUGH variety in language has long been valued in the area of
written composition, among teachers there has been considerable
reluctance to accept variation in the oral production of English. It
is paradoxical that students are urged to vary the vocabulary and
grammatical patterns of their essays while, at the same time, they
are downgraded when their pronunciation and grammar vary from
the accepted norm of the classroom or of the individual teacher. To
be sure, this is an oversimplification of the contrast, for it is not that
teachers dislike oral language variety as much as it is that they seem
to dislike the particular variety being used. Oral language has
tremendously wider use than written language and is subject to
many more small group norms. The relatively permanent nature of
written language can be more easily scrutinized and subjected to
standardization on a national basis, As a consequence, the accepted

‘codes of grammar have been well established in written com-

position, and attempts at improving writing skills assume this code
and focus on the principle of variety in lexicon and syntax. That is,
it is considered bad to use the same sentence patterns over and over
again, and it is bad to reuse the same noun or verb within a specified

‘number of words or phrases. The principle of language variety, then,

is highly valued within the confines of these specifications, And this
situation would seem to end the matter. R

But. just how different are these specifications for the value o
variety in written language from the value of variety in oral lan
guage? Written language values stem from the derived norms of a
well-defined and highly visible society—the writing public. The oral
language values stem from the derived norms of an as yet rather ill-
defined society which is highly visible and very important to the
speaker, but not so highly visible or important to a person who is not -
a member of that subgroup. Both writing and oral language norms,

11
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as well as concepts of variation, grow out of the values of a social
group and are modificd by the nature of the medium. In principle
the norms are quite similar although in fact they contrast consider-
ably because of differences in group makeup and the medium of
reception. | |

‘The first need in any formal attempt to place values on lan-
guage variation is to identify the gronp which is being evaluated
precisely enough so as to compare it to a presumably contrasting
group. Such groups may be based on memberships as large as male-
female differences or as small as friendship circles; groups may be
difficult to define, as are social status groups, or easy to define, as is
age. They may also show contrast based on geography, race, or con-
textual style. All of these subgroups of society pose problems of
identification and interrelationship. But such is the task of the field
of sociolinguistics when it attempts to analyze language in relation-
ship to society. Whereas many linguists focus on the generally ac-
cepted language norms of a whole society, sociolinguists are con-
cerned with the language variation which sets off the small groups
of a whole society, o . o )

- Just as linguists assume that the language used by a group of

people is adequate for meeting the needs of its users, so sociolinguists
assume that the variety of language used by a given community is
equally adequate for its users, The social acceptability of a language
or a variety of that language is not relevant to its adequacy for com-
munication. Thus the social values of written language are defined |
in one way while the social values of oral language may be defined
quite differently. Likewise, the social values of the language of
people from different age, sex, social, geographical, and racial groups
may be quite different. If each subgroup heard only the speech of
its own group, there would be no such thing as language variety.
(For our purpose here, this generalization overlooks variation at the
individual level.) Language variety exists when a member of one
group uses a linguistic feature which is not shared by another group
or which is not shared with the same general frequency.

“The systematic study of language variety of American English
has been carried on for several decades now. We currently know
quite a bit about geographical variation and historical change in our

o
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language, thanks to the efforts of linguistic geographers. In the past
few years we have also begun to learn something about social dif-
ferences in language. Sociolinguists have faced considerable pressures
from many sources and have studied language variety based on race
—at a time when it is never clear what the establishment position
may be or even who constitutes the establishment. We now talk
about black English as one of the legitimate varieties of English,
and we are concerned with the speakers of this variety as they come
into contact with other varieties of oral langu age, as weli as with
written language. :

To this point, a somewhat laborious case for the IEgltlfﬂﬂL?y of
variation in language has been made. I have stated that variety can
be a desired commodity in composition, and I have implied that
variety in oral language has not been viewed with favor, among

educators at least. I have observed, furthermore, that varieties of
language may be viewed in relation to the subgroups of our society.
Whether variety stems from the functions of language (as in the case
of varied sentence patterns) or from the forms of language (the usual
identifiers of social dialects), dlstmgu;shmg features can be seen as
systematn: adequate ft::r the communication needs of its users, and
appr&pmate in its own s:tting Language variation poses no problems
until it comes in contact with listeners, writers, and speakers who use
a different variety or who react negatively toward it,

This question of the adequacy and appropriateness of a given
.variety of language can be viewed in terms of deficit versus differ-.
ence. Many educators have viewed language variation in terms of
deviation from middle class Ianguage norms. Linguists view language
variation as an adequate system in itself, not devmnt from anythmg
else and not ﬁECESS'ﬁ’fily superim

as dﬁﬁcu:nt. can appre;‘:late or respe::t the Chlld whc} uses a nonstan-
dard system or how such a child can have a positive self-concept after
being told that his speech is deficient. Recent research by socio-
linguists clearly indicates that the be in ‘the Black English sentence,
The boy be happy, is not a deviation from the standard English T4e
boy is happy but, instead, it shows some sort of intermittent action
(4, 11}, Thus, I;hxs and other aspects of the Black English system can
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be said to be different from the SEéndard English system. It is dif-
ficult to see how the differences can be considered deficient.

Perhaps of more importance, however, is the reaction of a child
when he is told that the language he speaks, the language of his
parents and friends, is deficient. His response cannot be much dif-
ferent from his reaction to being called disadvantaged. There ave
already enough ways for students to. be alienated and intimidated
by the school system without our needing to insult his language.,

Having identified some of the characteristics of language variety,
having shown that certain kinds of language variation are considered
artistic, and having declared that language systems have their own
systematic patterns which are not deviant from one another but
which are different, let us focus on the relationship of language
variation to literacy from the viewpoint of the child, the teacher, and
the teacher trainer. - |

How does a child’s language variation affect him as he ap-
proaches literacy? For several years now, educators have been asking
the following questions. Are children whose oral language does not
match the written language of the early reading texts more hand-
icapped in their learning to read than children whose oral language
more nearly matches this written material? If so, what strategy
should be followed? Should we try to make the child’s oral language
more nearly match the written materials before we introduce him
to reading? If so, how long will this task take and will this time
justify delaying his learning the most crucial skill he will ever learn
- in his academic life? If we take the other alternative and teach him
to read without altering his oral language patterns, what will the
written texts be like? And what effect might this approach (2) have
on his oral language? o :

It is logical to assume that learning to read, like learning any-
thing else, proceeds along regular lines of some sort and that learners
move gradually from what they do not know and what they cannot
predict to what we want them to know and what we want them to
predict. Knowing something impliés that one can make predictions
of what is coming next, Kﬁéwing how to read implies that the
reader can predict some kind of meaning on the basis of the printed
matter before him. Predictability, then, is erucial in learning and is
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specially to be desired in beginning reading. If predictability is so
sired, it is lo g cal to suggest that a child 'who has an oral language
E cc:nmdarab s EXLOTI, but wha has m:: readmg ab;lzty, can be hest

H * ‘W C Indl

, There is nathl ng e ually new about this principle and, to a
certain extent, begi nn;ng reading. texts have made some strides to-
ward divesting ‘themselves of “See Spot run” syntax. Unfortunately,
hcw&ver they have ail too t:ften réplaced it wzth synta}; whu:h is

readmg tEZ{tS‘

1. A pin is in the thin tan mat and the cat is thin and the pig is
fat.

2. Over the fence went the ball

3. I had a hat, I did.

4. Round is a kitten.
The predictability which the child needs to help him read these
sentences is strained, to say the least. For various reasons, the text-
book writers have missed the child’s oral language almost as much
as they did with the Dick and Jane prose of the past. One charac-
teristic of the effect which the child’s oral language has on his
future literacy, then, is to serve as a guide on what to expect the
printed page to say. If the printed page does not reasonably match
this expectation, he may be deterred or at least slowed down in this
quest for literacy. This mismatch of the written page with the child’s

oral language may stem fn:::n any. rmrnl:rer of sources, m;ludmg

1. The writer’s fﬂiS(ZGnt:Eptlc}ﬂ of the child’s oral language.
2. The writer’s attempt to m::lude a maximum amount of
linguistic patterns in a given sentence,
3. The intrusion of metaphorical (by deﬁmtu‘zn unpredictable)
language.
Thus a child’s oral language variation can affect his ]’3 Entrﬂ
literacy by not matching (or coming close ) the languag
printed page at a time when such proximity is most r:t::nclu e to his
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acquiring literacy, a time when he most needs predictability to help
in. his acquisition. The beginning reading materials can affect a
child’s potential literacy by not matching (or coming close to) the
oral language of the child at a time when such proximity is most
conducive to his acquiring literacy. ,

~ In addition to the mismatch of oral language and beginning
| guage

1
reading materials, we can observe the effect of a child’s lan
variation on the attitudes of both the child and the teacher.

Historically, educators have conceived of the variations in
English along a single value scale. The concept of relative appro-
priateness is new, generally thought of as a product of the advent of
linguists and, generally misunderstood to mean that all the standards
are gone. The recent development of notions of a pluralistic society
have rekindled the idea that there is no need to feel guilty about
one’s own particular kind of language variation. Undoubtedly, ac-
ceptance of this idea will be a long time in coming to the classroom,
but some very useful attitudinal benefits for the language arts and
reading occur. If students can fecl free to use the language that they
have for education, they can be relieved of some of the problems of
the current situation. The supposed nonverbal child may be silent
primarily as a_defense mechanism. To use the only language he
knows is to risk criticism or, at least, correction. School is a game
in which one is supposed to be right as often as possible and wrong
as seldom as possible: If opening one’s mouth leads to being wrong,
then there are two solutions: either one learns to do what is right
or one keeps one's mouth shut, If children could acquire knowledge
without risking their stakes in the game, we would accomplish'*what
we are supposed to be accomplishing in every aspect but one—that
of teaching standard oral English, However important it may be for
our students to learn standard English, it is not so important that it
be learned all at one time or that the learning of it endanger the
entire educational process by causing children 'to retreat into silence

og

in order to keep from being wrong.

w

The bilingual education act came into being to alleviate
similar situation among speakers of Spanish and French in the
United States, Many educators felt that the beginning stages of the

[y]
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education process were too important to be lost or slowed down by
the obstacle of the language of the classroom. To be sure, non-
standard variations from the middle-class norms are not exactly the
same thing as foreign variations from English, but the effects are
_quite similar. If we can put aside our well-meaning efforts to teach
“everything at once; accept the child’s entry language as a system in
Whlch begmnmg :ducatmn can take PIQCE’ ar;d plcat out a clel 1berate
stfategy ‘which will not mteﬂere wzth his a::qulsltlf;m GE fﬁadmg
science, mathematics, and other subjects—we will be doing a great
service to the child and we will be fulfilling our deeper obligation
as teachers.

For the child this goal means that we should not derogate the
language tool that he has to start with, Rather than destroy his con-
fidence in communicating with us, we must build it up. Whatever
our ﬁnely tuned language sensitivities may be, without this com-
munication we have no way of teaching him. In terms of practical
instruction, teachers must learn to defer the;r desire to correct
every nonstandard form in the speech of their students. They will
learn not to wince. They will learn to evaluate the various non-
standard forms in terms of Eherr social d;agnastltlty [Some features
of nonstandard English are more crucial than others (13).]

Perhaps a more practical suggestion would be to consider prob-
lems of teacher training. We have suggested that materials be de-
veloped to better account for the child’s language upon entry to the
school, and we have urged teachers to reexamine their innate desire
to correct everything at once and to react negatively to nonstandard
Janguage. But these are just tag-ons to an existing situation; educa-
timial chaﬁge has Been t:hai-af:terized by sm:h tag—ans Ear— thE past

more re:‘:enﬂ}', ::émpgnsamry educatmn, have been charactenzzd as
mere tag-ois to a nineteenth century educational model (3). What is
needed in the field of elementary language arts and reading is not
just another tag-on but a rather extensive overhaul. Such an overhaul
will probably not be accomplished mEfLIy by urging teachers to
adjust their attitudes tc:ward the oral language of black ch;ldren,
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however desirable this approach may be. Attitude change seldom
comes about by mere wishing it or even by mouthing it, nor is it
usually accomplished in a short period of time. |
_ Any serious attempt to prepare teachers to deal with language
variation in relationship to literacy w.il also have to deal with some
rather extensive consequences. The following suggestions are based
e belief that the more traditional programs in teacher training

far too much time on administrative matters, teaching
, lon, at the expense of subject matter content.
This is not a new criticism, but I have seen no recent evidence that
the field of education has made any significant strides toward doing
anything about it. In fact, at a recent conference on educating the
disadvantaged, fully 95 percent of the time was spent on matters of
funding such programs, administering them, and- evaluating them.
One might ask, Funding ‘what? Administering what? ‘Evaluazing
what? This is not to'say that we must abandon our concern for fund-
ing, administration, teaching techniques, or evaluation. But, we
must begin to focus on what we teach, as well. o '
By far the most important focus in the child’s early education
is on language. Language is his only tool for communicating with
us, thereby enabling us to evaluate and teach him. The most logical
subject matter for teachers to study, therefore, is the language of
children; and, as a helpful measure, it is important for teachers to
study language in a broad sense, especially as linguists see it., The
following areas of preparation must form the core of a teacher's
preparation. Other areas involving teaching technique, administra-
tion, and evaluation should be determined only after the following
content areas have been thoroughly covered: :

1. The nature of language in general. Teachers nced to know
about the systematic nature of language, how languages dif-
fer from one another, how they change, the difference be-
tween oral and written symbolization, and the structure of
communication. Teachers should be made at least minimally
acquainted with current theoretical views of linguistics. No
extant college linguistics courses ‘suit this need exactly.
Courses called “Introduction to. Linguistics,” as they are
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now conceived by linguistics departments, are probably not
What futurg teachers need Nar are the IIEHEgE EQHTSES in the

phtablﬁ, IE hngulsts &l{?ﬁg wzth kﬂawlgdggablé: sfzf:figlzsts in
education have not developed a course which suits the need
of future elementary teachers, it is time to develop such a
course. Students with special abilities in thls area should be
Encc;uraged to take further wc:irk_ in general linguistics
COUTEES,

The nature of ﬂDﬁSf&ﬂdﬂ?‘d Eﬂglzsk Thls course may go by
several names, such as black English, language of the ghetto,
or language of the disadvantaged. It should include a con-
trastive grammar and phonology and reflect the recent re-
search of Labov, Wolfram, Shuy, Fasold, Stewart, and
Baratz. It should contain a unit on the historical origins of
current nonstandards and a unit on grammatical features,
including the correlations with social stratification, fre-
quency of occurrence, and social diagnosticity of the feature.
The concepts of the linguistic variable, the linguistic con-
iinuum; and the lmgu:szu‘; situation (Shuy 1959) must be
seen in relation to language data. ,

- Field work in child Ztmgu&gg After studyiﬁg current apQ
" proaches to the study of oral language (11, 12), teachers

should be guided in gathering language data within a dis-
advantaged group. They should get at least an hour of tape
recorded speech of one nonstandard English speaking child.
They should then typescript (m regular orthography) the
tape rE::ardEd daia This pf:::s:ess w1ll seem time cgﬁsummg

a. to gwe E::r:us and purpese to EhE teachgr as hE llstens to
the tape reccrclmg ' '

_b. to provide a keying device for further study of specific

~ pronunciations or grammatical forms; and
c. to provide data on syntactic patterns.. '

Thén the tgaclﬁers shéuld bé ésked to E:sf:us éﬁ'at Ieést c:ne ‘phéﬂcﬂggi
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the criteria in Section 2, and search the literature for its use else-
where. They should do the same for at least one grammatical feature. -

4. Teaching oral language to the disadvantaged child. Focus
should begin on the question of the relevance of foreign
language teaching techniques to second dialect learning
(13), review foreign language techniques (Lado 1967, Finac-
chiaro 1964), and discuss problems of defining standard
Englisih and social dialect. Teachers should then be guided
in an examination of extant oral language materials for
nonstandard speakers (Golden 1965, Lin 1964, Hurst 1965,
Feigenbaum 1969). Teachers should be helped in setting up
criteria for evaluating such materials.

5. Oral Language and Reading. As they examine the relation-
ship of a child’s oral language to his acquisition of reading
skills, teachers should examine problems of dialect inter-
ference through phonology, grammar, and orthography (2).
‘They should examine current reading materials to deter-
mine the degree of adjustment to the linguistic features
observed in Sections 2 and 3. | |

Exactly how these five areas should be presented to teachers is
by no means clear at this point Material may be given in the form of
five college courses or combinations. Whether in areas, fields, courses,
or workshops, teachers of the disadvantaged should have primary
training in the nature of language, in the characteristics of non-
standard English, in foreign language teaching techniques, and in
the potential interference of one dialect on another in the reading
process. In addition teachers should have a significant exposure to
child language, brought about by actual contact with such children.
Then, and only then, should we think about what kinds of courses
we should offer in administration, classroom techniques and evalua--
tion procedures. The core of the program is language; the core
should be seen first, with all other things revolving around it. If we
have not been successful in the past, our problem may be our failure
to see the child’s language as the single most important aspect of the
curriculum, especially at the beginning level. |

-In this paper 1 have tried to present the relevance of language
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variation to literacy. I have urged a closer relationship of written
materials to the various kinds of oral language used by children, on
- the assumption that a mismatch will prolong or perhaps even pre-
vent the acquisition of reading. I have urged teachers to consider
the potential long range effect on children by being critical of their
only method of communicating with us, Finally, I have urged a
" reassessment of the training program for teachers_of reading and
language arts—a program which has language at the center and
which views methodology as the service for that core.

It is high time that we stopped fearing language variation and
started putting it to work for us. At least part of our fears have been
unfounded, Variety, per se, is neither bad nor illogical. In fact, it is
often highly valued. It is also high time that we put our priorities
in order and decided i_:hat Iear—ﬁiiﬁg to read and write is ‘more. ifﬂ-

Just as our teaching frequ:ntly puts techmques ahead of c:t:rntent,
so we have tended to put the social aspects of English usage ahead
of learning the important step in the curriculum-—writing and
reading. We have learned that being a bad speller does not mean
the writer is stupid, however desirable it may be to learn to spell
correctly. We expect children to gradually acquire standard spelling
over several years. Is it not reasonable to expect standard oral Eﬁglish
to be acquired in like manner? Let’s give children time to acquire
standard English gradually. Meanwhile, we must Eﬁnslderably re-
vamp our attltude and materials with respect to nonstandard varieties

of English, particularly in the area of literacy.
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Changing the Learning Patterns of the
Culturally Different

Joun E. CopweLL
Southern Association of Colleges and Schools

THIS PAPER is concerned with three areas of approach related to
changing the learning patterns of the culturally different: 1) four
imperatives which should form a part of today’s educator’s repertoire
for action, 2) three suggestions for implementing relevant and ap-
propriate educational strategies and activities, and 3) a brief descrip-
tion of an action program for change—The Education Improve-
ment Project of the Southern Association of Colleges and Schools.

Four Imperatives Which Should Form a Part of Today's
Educator's Re_pertmre_ for Action

A first imperative facing today’s educators, particularly those
cﬁmfﬁitted to the Educatian of the disadvantaﬁed is the ﬁecessity to
whlch they hved as x:lnldrf;n Emergmg develﬂpménts in su:‘:h areas
as mass educaticn, space age science, human life science, transplanta-
tion, automation and technology, and educational invention and
innovation provide evidence of ways in which this world differs
from the one some of us lived in as children. Add to this America’s
new direction in addressmg herself to the necessity of providing an
appropriate education for the culturally different segment within
Aﬁlerica, and there results an even more glaring cc}nirast between
us tc:r EH:EEFI: ab;:rut thls new. ; kind t;:;E wgrld is that many l:raditmnal
concepts and practices in early childhood education, elementary
school education, and secﬂndar‘y school education (both for the ad-
vantaged and the dlsadvantagzd but particularly for the latter) are

irrelevant and inappropriate.
| 23
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.A second imperative facing today’s educators is the need to
realize that a different kind of pupil is operating in this different
world culture. Whereas children of the yesteryears spent much time
with their parents and other grownups, present day children spend
most of their time with other children and watching television. Less
and less of their time is spent with parents and other adults. There
are fewer persons in today’s family. unit, and often both mother and
father work. ’ 7 :

What has been the effect of this change in childhood associates
in terms of child growth and development? Let us first consider the
parental and other adult influences on the life of the child. Brofen-
brenner (3), of Cornell University and one of the founding fathers
of Head Start, states that the child’s psychological development, to
the extent that it is susceptible to environmental influence, is deter-
mined almost entirely by the parents within the first six years of life.
Yet, it is this parental and adult influence on the child’s life which
is lessened in the life of today’s child. ‘

Now let us consider the influence of peer group association on
the development of the child, since today’s children spend more
time with other children than they do with adults. A major con-
clusion of the now famous Coleman report (5) is that the most im-
portant factor affecting the child’s intellectual achievement is the
pattern of characteristics of the peer group with whom the child
associates. : =

What about the influence of television viewing on today’s child?
Research by Bandura and Eron (2) indicates that children who are
rated most aggressive by their classmates are those children who.
~watch TV programs involving a high degree of violence.

- The evidence seems clear that no impact on the learning pat-
‘terns of the culturally different, or of the advantaged child, can be
made unless it is understood that the pupil of today is a different
kind of pupil. - - :

A third imperative facing today’s educators is the necessity of
realizing that a different kind of teacher is operating in this dif-
ferent world culture. Three decades ago the teacher was, in the main,
an underpaid, secondclass citizen, He was hired primarily to be a
disciplinarian, to follow the textbook and course of study with slavish
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fidelity, and to concentrate primarily on middle- and upper-class
pupils in a system that tended to eliminate (without serious attack
on anyone’s conscience) those pupils who could not succeed in pass-
‘ing at arbitrarily determined grade levels. Admittedly, this is not a
true description of the best teachers in that era; for there have been
dedicated and committed teachers for many, many years. Agnew (I)
depicts briefly the effective 20th century teacher when he states that

the 20th century teacher of the last quarter is not primarily a dis-
ciplinarian because the activities in the school are presumably so
interesting thati, hopefully, children learn self-discipline. "The new

teacher is not' concerned alone with middle- and upper-class pupils
but with ail pupils WhD come uﬂdEI‘ hls mﬂuem:e. To day s tear:hf:rs

cultufally limited as well as the advantaged the pzjt:rr as wall as the
rich, the hlack as well as the nonblack, the superior as well as the
inferior.

Another factor to be considered in the chan ged role of the class-
room teacher is that the teacher in this quarter of the 20th century,
more than ever before, is seeking involvement in the policy aspect
and ex=cutive function of the school. Whether school administrators
agree with this factor or not is beside the point. What today’s school
administrators must realize is that classroom teacher organizations
and teacher unions, in supporting the teachers’ efforts in this direc-
tion, are creating a new role for the classroom teacher and thus a
new role for the school superintendent, the school principal, and
the school supervisor. There appears to be little doubt that today’s
educators can do little or nothing to improve the. edux:atignal per-
formance of pupils unless it is realized that today's teacher is a dif-
ferent instructor than the classroom pedagogue of the recent yester-
YEE.I'S; V

A fourth zmperatlve facing today’s educamrs is the necessity to
realize that operating in this different w rorld culture is a different
kind of parent and community citizen. In many communities it is
being increasingly emphasized that parents and other community
citizens supply the two main ingredients of the “educational cake”
—the children and the money—and thus feel that they are entitled
to more extensive involvement in what happens to their children,
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educationally speaking, notwithstanding the fact that many of these

parents and other community citizens lack the ability to make
formal contributions to the educational process. The increase in

culturally different pupils. Any educator who disregards this new
kind of parent and community citizen may be likened unto the
ostrich who sticks his head in the sand and loses sight of the world
as it passes him by. |

Changing Learning Patterns of the Culturally Different

In the light of these four imperatives facing today's educators,
it seems appropriate to indicate three general suggestions which
educators might find useful as they attempt to provide an improved
arning climate for teaching their pupils, ,

1. If today’s educators are to play their respective roles in
changing the learning patterns of the culturally different, educators
must dedicate themselves to the concept that behavior, regardless
of a person’s age or experience, is influenced by the way in which
environments help satisfy drives for love, social identity, recognition,
belonging, participation, and security, Any program of formal educa-
tion that is not. predicated on such a commitment, no matter how
sophisticated, inventive, or innovative, is doomed to failure. )

2. If today’s educators are to play their respective roles in
changing the learning patterns of the culturally different, educators
must be creative rather than just operative. True, they must do some
operative things, such as setting up school schedules and performing
routine school housekeeping chores; however, they must concentrate

rimarily on the school practices that are more creative in nature,
-such as suggesting and developing inventive and innovative programs
for improving the cognitive and affective behavior of their pupils.
3. If today’s educators are to be active agents in ‘changing the

‘H o

i

learning patterns of the culturally different, ‘educators must con-
centrate primarily on inventive and innovative concepts and prac-
tices appropriate for the culturally different segment of the Amer-
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ican society. For educators, these roles are similar; for specialists
they vary somewhat. '

Roles of a superintendent or principal

.

I.in'

He must have conceptualizations of educational invention

and innovation growing out of a need for change, and he
must not rmly tolerate but also acnvely encourage and
welcome such inventive and innovative conceptualizations

from lus staff

his or therr inventive and innovative EGI’IQEPT_LIBIIE‘EUQI‘IS.
He must have the courage to apprcprlately defend both
his and his staff’s educational inventions and innovations,
and their consequent lmplémentatlﬂn, in the total context
of whatever this defense requires.

He must be a symbol of nonretaliation and tactful negoti-

ation, and this is a completely new role for which Education
868 in the graduate schaél ;:rf" University X cannot adequstely

This new role of ngnre:;al;augn and tactful neggtlatmn
requires the wisdom of Solomon, the courage of David, the
patience of Job, and the tact of the late Sir Winston
Churchill, as when negotiating a loan from the United
Statesl Organized expressions of pupil dissent; well-designed
action programs of teacher protest sponsored by local, state,

‘and national teacher organizations and by teacher unions;

community-centered manifestations of parental and citizen

dissatisfaction with-school policies and préﬁtii&is* any one of
these separately or any two or more of them in combination

may descend upon today's school administrator at any time.

Agairlst this background of potential attack upon the ed-

ucational establishment, the school administrator must not
become unduly alarmed if it happens to him. The slogan
of the Girl Scouts, Semper Paratus, or “always prepared,”
should be his continual watchword; for he knows neither

the time nor the hour when the clock may strike for him,

e A

T b
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He must be imimateiy conversant with the best content
and methodology for learning as these relate to the superior,
the average, and the reluctant pupil,

Like the classroom teacher, the supervisor must realize that
the prioricy instructional methodology criterion of a good
teacher is the teacher’s Tecognition of individyal differences
among his Pupils. Since the culturally different pupil repre-
Sents “a different kind of difference” (#): the supervisor must
aid the classroom teacher ip manifesting a special kind of
7egard for and attention t0 this “different kind of differ-

ence.,”

Roles for the classroom teacher of the cUlturally differesn;

a.

He must realize that the Proper regard for the “different
kind of difference’ which the culturally different pupil

perience in shaping learning skills, ability, motivation, and
Personality. For ¢Xample, he should he sensitive to the fact
that the view of intelligence as g fixed quantity, determined
solely by heredity, has been rejected. He should also know

when placed in more favorable environments, including -

nursery schools and kindergartens, show marked increases
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d. Today’s classroom teacher of the culturally different should
be fully ::cignlzant of the difficulty in transmitting certain
“learning to learn’’ skills to his pupils. =

An Action Program for Change

Feeling that changing the learning patterns of the culturally
ﬂiffﬁrent cﬂuld be bEttEr EEE!‘:tf:d Wlthll’l the ::ixmblned pﬁrspﬁﬁtme_
Jmplamentatmn related thErEtL") thf; S::suthern Assgclatmn DE (Z‘Gl-
leges and Schools in 1964 established the Education Improvement
Project. The Danforth Foundation made an initial grant of $450,000
to provide funds for the central administration of the project in
Atlanta. The Ford Foundation, the Fund for the Advancement of
Education, the Danforth Foundation, the Noyes Foundation, the
United-States Office of Education, and the Office of Economic Op-
partun;ty are funding various Qpﬂratmnal aspEt:ts of the Eir effort.

What Is the Education Improvemenl Project?

The Education Improvement Project may be considered as a
kind of ‘“umbrella” project which includes nine component parts,
aﬂ C!E Whii:h have the same general ijEEEIVE—ITﬂPTQVIﬂg the Ecluc:a—
utilizes some umquﬁg ‘vehicle. or vehicles to achlgve Ehls QbJEC;tIVE
Six of the nine components of the Erp umbrella are still operative;
three have been tEI‘IIunal:Ed A brief statement about each of these
components follows. S :

The urban center prggram A Publlt‘: school system and two
or more colleges or universities, working cooperatively, comprise
an urban center. The urban center program demonstrates that
when appropriate provisions are made for meeting their educa-
tional needs, disadvantaged youngsters in the public schools show
significantly better academic achievement, and, in many cases, begin
to function at a higher intellectual level than previously. The five
urban centers in this project are Nashville, Tennessee; Durham,
North Carolina; Atlanta, Georgia; Huntsville, Alabama; and New
Orleans, Louisiana. A Ford Foundation grant of §14,471,700 (ap-




30 LEARNING PATTERNS OF THE CULTURALLY DIFFERENT

proximately $3,000,000 per urban center over a five-year period)
suppgrts this part of the e ufﬂbfella. |

child of two grf:u_ps the E@Ileg& Entram:e E?{amman on Egard and
the Southern Association of Colleges and Schools. A school system,
rural or urban, and one or more colleges or universities working
cooperatively comprise a project opportunity center. This program
is primarily concerned with preparing the culturally different, yet
talented, individuals for education in and beycnd high school. The
pr@gTam mcludss eleven SEIECtEd high schaals m Elght 5guthem
in the sevznth grade whg are pi}tentlally tzugh achzevgrs Thgsz
students are followed for six years, until high school graduation,
and are supported in their efforts to qualify for college through
special educational programs, counseling, and guidance. Those
qualifying will be awarded college scholarships. Seventeen colleges
are cooperating in the program. A Ford Foundation grant supports
thls ]Drt;i_]Ect to the amount Gf $1 808 ESD for the ﬁrst ﬁve ’years Thzs

Permds t:f ﬁvx: y&ars Eat:h

The rural center pmgﬂzm The rural center program is a con-
sortium of educational institutions, organizations, and agencies col-
laborating in an effort to improve the educational performance of
disadvantaged pupils in rural areas, from presch@gl through high
“school. The project currently includes a program in one rural center
in three states—Florida, Georgia, and Tennessee. It is planned to
establish such a prcgram in a rural center in each of the other eight
states in the sacs region—Alabama, Kentucky, Louisiana, Missis-
sippi, North Carolina, South Carolina, Texas, and Virginia. The
Danforth Foundation ($1,145,045 for a five-year period) and the
Noyes Foundation ($150,000 for a five-year period) fund the rural
center programs in Overton County, Tennessee; Wewahltchka,
Florida; and Wheeler County, Georgia. .

Thg Sﬁllfg&‘ pfepamtary ﬂ‘E‘HEE’T g!?fr::gmm (ﬂperatmnal) Th:s
been graduatﬁd from hzgh s:‘_:hm:il but whc:, in splte of Ev:tdf_-nt:e ::E
ability, iind themselves hindered in further formal education by
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the level of their prior preparation. In this program, which operated
with its own staff on the campuses of three junior colleges in South
Carolina, about 300 students were gi"‘n intensive training of up to
forty weeks duration to assist them in overcoming their deficiencies
and in proceeding to college or other formal post-high school train-
ing. Necessary books, supplies, and meals while on the campus were
provided for all students enrolled. Friendship Junior College (Rock-
hill, 5. C.); Mather Junior College (Beaufort, S. C.); and Voorhees
Junior College (Denmark, 5. C.)—now Voorhees Senior College—
were the participating' institutions in this project which was ter-
minated in 1967. A grant of $883,250 from the Office of Economic
Opportunity financed this program, which covered a period of six-
teen months in 1966-1967.

The college preparatory cenler program (follow-up). The Bab-
cock Foundation is providing a $9,875 grant for a four-year follow-up
study of the students participating in the c:cjllf:gs: preparatory center
program.

The college education achievement program. T'his program is
an outgrowth of an earlier pilot program, the college preparatory
center program. Thirteen predominantly Negro colleges and univer-
‘sities participate in this program. The target population is drawn
from students of academic potential who are handicapped in pur-
suing post-high school education by 1nadequ3te prgpai*atmﬂ Many .
of the more than 1,300 students in the pi*(j_]EEl: were not ordinarily
eligible for college admission. Essentially this is a kind of nongraded
college program. The project was funded for 1968-1969 by a
$1,957,424 grant from the United States Office of Edm:angn, Title
111, Higher Education Act, Division of College Support.

T he reading institule program. This was a program conducted
at Atlanta University and designed to improve the teaching per- -
formance of elementary and secondary school reading teachers. In-
itiated in 1964 and extending over a two-year period, this program,
now terminated, was Suppﬁftéd by . grant of $125,000 from the
Ford Foundation.

The paperback book project -pragram. Nmety—nm& pred:::ms
inantly Negro colleges and universities parnc;pated in this project,
now terminated, as did all the high schocls in - project opportunity.
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Paperback books were purchased for the respective colleges
universities in this project, as well as for all the high schools
project opportunity. Paperback book purchases for the respective
institutions were made on the basis of an estimated $1 for one book
for each student enrolled in the college or university. For example,
Howard University in Washington, D. C., received an allocation of
$10,438.32 in paperback books. The Fund for the Advancement of
Education, an ally of the Ford Foundation, made a grant of $173,800
to cover the cost of this program.

The microteaching froject program. This is a research and
demonstration project designed to investigate the effect of an adapta-
tion of the microteaching technique on .the instructional perfor-
mance of rural school teachers. Jointly funded by the Small Grants
Division of the U. S. Office of Education in the amount of $9,478.50
and by the Noyes Foundation in the amount of $9,000, this program
was terminated in September 1969,

]

2
.9

[

The EIP Umbrella—A Retrospective and Prospective Look

‘The $24.396,872.50 which the Education Improvement Project
- has been instrumental in making available for the educational im-
provement activities indicated is an-attestation to the fact that the Eip
umbrella, with its componeént inventive and innovative programs,
has a record of significance as an action effort for change. More
important to the American dream, however, is that the program has .
a future of unlimited potential, that of assuring every American
child the opportunity of realizing his American birthright—an ed-
+ ucation appropriate to his needs.
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| Predictors of Success in Beginning Reading
Among N Egmes and Whites

Epmunp H. HENDERSON
University of Delaware
S and :
BARBARA H. Lone

_ Goucher College
- MCNEMAR, in his presidential address to the American Psychological
- Association in September 1964, reasserted the strength and im-
portance of the concept of general intelligence. More recently Jen-
son, in a much discussed article in the Harvard Educational Review,
~has summarized the research supporting the hereditability of gen-
eral intelligence and has called to the attention of educators the - -
validity of intelligence tests and their relevance as predictors of
-academic success. Ames (I) recently asserted a similar position de-
claring specifically that low intelligence is a_prominent and often
unrecognized explanation for low achievement in reading.

- The further assertions by Jenson that lower intelligence is a
characteristic of children of lower socioeconomic status and that
- social isolation may lead to a deterioration ‘of intelligence for a
‘minority group have led to a violent reaction by environmentalists
who would claim a far greater importance for social influences.
7 Regardless of the theoretical and practical differences between
“these two camps, it would seem necessary that educators give close
attention to some of the major implications that follow from the
Jenson, McNemar, and Ames positions. The first of these is the im-
- portance they-attribute to the establishment of equal educational
“and vocational opportunities for all members of our society. The
second is that educational techniques, which have traditionally been
attuned to the 1004-1q, white, middle-class child, will require change
if they are to be useful for the total population of students. Third,
the redesigned curriculum must concentrate less upon immediate
compensatory goals and more upon long range developmental pro-
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grams individuated for aIl’:gi*gupsi Finally, educators must study in-
tensely academic achievement which, to a far greater degree than
intelligence, is subject to social and ¢ducational influence,
Perhaps the most prominent academic deficiency among lower-

eventual discontinuance of education altogether, A fajr proportion
of our lower-class students never attains literacy, and the learning -
difficulty of the lower class (particularly the Negro child) is one of
Our most pressing educational problems, = - |

For this reason it would seem necessary to reexamine the com-

_personal, social, and academic characteristics
of children who succeeded in learning to read would pPromote a bet-
ter understanding of educations) strategies for first grade teaching,

- _Mc:tim&

Subjects. Subjects consisted of 192 children: hal white, half

- Negro; half boys, half girls; half“‘higher” class, hlaf “lower;” average

Before the sample was selected, information about ‘race, sex, and
guardian’s occupation was collected for all"shildrgn_registered to
~enter. first grade, Hﬂllingshead's-ch:upatianal Scale was. used to
categorize the children roughly by. class, with levels six and seven
(semiskilled and unskilled laborers) constituting the “lower” class
and levels one through five, the "higher” class. The schools were in
~the initial stages of desegregation and varied widely in racial com-
- position. Four subjects were lost from the original sample due to
withdrawal from school, leaving an ~ of 188, |
~ Precedure. Within one week of school entrance, all s's were
tested with the Children’s. Self-Social Constructs Test (csscr, pre-
school form) by six female E's.. The csscr is. a- Paper and pencil,
‘nonverbal instrument providing measures of self-esteem; social de-

Q
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pendency; identification with and preferenc:e for mother, father,
teacher, and friend; realism as to size; and minority identification.
The test is administered mdlwdually, all directions are oral and all
responses, nonverbal. The child selects a symbol (circle) to represent
the “self”’ from among those presented to him or pastes a gummed
circle (re;zresentmg the self) on the page in. relation - to ‘symbols
representing others. It is assumed that the child can express his self-
social concepts symbt‘:ilztally, using common symbolic meamngs

- Esteem is indicated by selection of a circle to represent the self
higher rather than lower in a column of circles. Social dependency
is measured by placement of a gummed circle repr‘esentlng the self
within, rather than without, a group of circles representing others;

=;c,ig'z!fz;z;”i‘at*irzfzﬂf‘z with mother, father, teacher, and friend, by a circle
nearer rather than farther from a symbol representing the other;

preference for these persons, by placing the “self” circle near a sym-
- bol representing the other person (forced choice); realism by the
“selection of a smaller, rather than a larger, circle from an array of
~circles; and minority zdsnézﬁratmn by the selection of a shaded
circle, rather than a plain one, after viewing an array of circles, the
majority ‘of which are plain. Except for the forced choice items
(preference) all tasks are presented from two-to-four times, and scores
are summed, Split-half reliabilities, corrected for length, ranged from
48 to .85 with a median of .73. Evidence fﬂr construct validity is

surﬂmarlzed Elsewhere (%)-
“After the first six weeks of Si‘:hﬂcﬂ teat:hers rated ea h child on :

24 kinds of classroom behavior thcmght related to good school ad-

justment. These ratings were summed (split-half rehabzhty for
summed score = .95) for certain analyses, but analysed separately
- for others. Information about families, preschool attendance, and the.
results of the fall testmg w1th the Metfﬁpghtan Readiness Test were
obtained from schools. In the spring, Otis- chk Scarmg Mental
- Ability tests were administered to all subjects by the experimenters.

During the first few months of the next school year, the Metropolitan
Reading Test was admmistered to those subjects (145) who had been
prDmGtEd to the second grade It was assumed that Ehﬂse children
not pmrncted were unable to read,
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Results

Results will be presented, ﬁrst in terms of dlfferanﬁes in achieve-
ment for the two races and, next, for the correlates of achievement
for each race. All ﬁndmgs. repgﬁed are SIgmﬁf:ant at thE .05 level

or abf:ﬁre w1th a twe:r tﬁllEd test

and '?1 percent czf the Negmes were pTQmE}EEd to the sez:and g’radeé
a significant difference. Among those prgmated white children were
significantly higher in total rt:achng and in 19. Further, 43 percent
of the prc::mc::ted Negro sample achieved reading scores at a “‘chance”
level or below in contrast to only 18 percent of the whites, again a
_significant difference. Finally, Negro and white children d;ffered
agmﬁ:antly in readmg with 1Q controlled statistically.

Because of the substantial and significant.differences in achieve-
ment between the two races, it was decided to analyze other varlablés
in relation to achievement for the two races separately.

_ For white children, three measures were found to ‘be about
Equally good. predu:i:::irs of total readmg aﬁhlevement teacher rating
45, readiness .46, and 1Q .41. Age was positively correlated with
| achlevement (r= 22) and this effect was due largely to the boys
(r = 41) as opposed to (r = .11) for the girls only. These four vari-
ables produced a multiple R with achievement of .63. No significant
carrelatlcns were found for. kmdﬁfgarten attendanfze, presence of .
“father in the home, or number of siblings. ‘Correlates with self-
social variables differed for the two sexes. Achieving girls were sig-
| 'mﬁcantly further from facher (r = .47), and boys had higher esteem,
partlcularly with 1@ controlled (r = .37).
| Arnc:ng the Negroes, teacher ratings correlated 51gn1ﬁ::antly
- w1th r&adlng EEhlEVEB‘lEHt (T"E‘ 3-?) aﬁd thls ﬁndmg app&argd at-
what less-strcng relatmnshlp to - ac:hievzrnent was Ec:und wu;h IQ ng-
this group (r = .26). Low negative relations, of borderline signif-
icance, were found between achievement and both readiness and
'kmdergarten attendance (r = —.18 and —.20). No significant family
: EQTI’E].EIE,‘S were found Ear the Hr:grcpesg though there was a trend for
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Negro boys in terms of father presence and fewer sisters in the home

(:10). These trends also occurred for white boys with the consequence
that father presence and fewer sisters in che home did attain signif-

icant levels with all boys combined. As with the white subjects, the
sexes differed among the Negro sample for selfsocial correlates.
Achieving girls were farther from mother and chose to place the self
with mother less and friend more. With Negro and white girls com-
bined; achievement was associated with greater distance from mother
and father. T | o | |

Discussion

In this study, Negro and white children differed significantly
in all measures of achievement and in intelligence. This finding is
in keeping with a wide variety of studies in which high and low
class and/or Negro and white comparisons have been made, On the
other hand, the difference in achievement between ‘the two groups is
out of proportion with the difference of capacity and suggests that
the schools are failing writh the black children even in gride one.
Such a finding is inconsistent. with our declared ‘belief in equal
educational opportunity and suggests the need for improved teach-
ing effectiveness, -~ - N R

For the white children, a familiar array of variables predicts

success in learning to read: 1Q, readiness tests, teacher ratings, and.
~age. Higher esteem in thée. boys and

separation from parents for the
girls were also related to success. The latter pattern, which suggests

~a mature independence, was also found for the ‘Negro girls, Com-

bining the Negro and white boys, father presence and fewer sisters
were also related to reading success. This set of findings suggests
achievement with boys. o o

Among the predictors of reading success for the black children,

‘that the amount of adult attention may be of consequence for

perhaps the most interesting are the low (.26) correlation between

1¢ and reading and the negative correlations for kindergarten at-
tendance and standardized readiness tests among those who were

- promoted. This set of findings suggests the probable “hot-house”

effect of Head Start, which was related to achievement on readiness
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tests but failed ultimately to maintain its relations p o achieve-
ment by the end of the first gTade year. These findin ngs suggest the
lower utility of standardized tests as predictors of achievement for’
the Negm sample and the greater usefulness of teacher ratings, par-
ticularly for the Negro boy. This finding emphasizes the need for
trained teachers who are capable of exercising Judgment in the
classroom as they work with these beginning pupils. '

Relations between achievement and the self-social measures
were different among the various groups, and relatively few in num-
ber. DBecause the initial analys.ls did not take into account the 43
subjects who were not promoted, a second, more detailed analysis
was made of the self-social variables. For these analyses, which were
done separately for the two races, each group was divided into three
parts—those who failed, those who were promoted but could not
read, and those who succeeded in learnmg to read. |

Time does not permit a a detailed presentation of the findings
of theso: analyses but these ﬁﬁcimgs wﬂl be considered briefly along
-with some tentative conclusions. First, it should be noted that over-
all findings exceeded those expected by *‘chance.” Patterns within
each race were not identical, although a number of similarities ap-
peared ‘The results, in general, appear to be most readlly inter--
“pretable for the Negro children where numbers in each cell were
rc::ughly comparable.

Am::ng the Negroes, the three grgups hacl about the same in-
cidence of father absence but differed somewhat in socioeconomic
class with the higher class favoring achievement. Number of siblings
was higher for the repeaters than for the other two groups. ‘The
“three groups differed 51gmﬁf:an:ly from one another in both 1@ and
- teacher T-‘Eitll’lgs The rating items that showed a regular increase over
the three gri::ups thh mgmﬂcant dlfference bEt‘WEEI’i each pa1r in-

S) cgﬂtnbutes to dlscussmn and 4) explares E:{perlenzes eag&rly,
The findings and interpretations for each gmup follow:
‘The repeaters, some of whom were placed in “readiness’ classes
where httle fgrmal msr:ru::;mn in readmg was glven dlﬂ%‘ered fram
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leadership, 4) unable to play in group, and 5) does not talk to other
~children. These children tended (.10) to be low in esteern and un-
- realistic in the size items. They differentiated relatively little among
‘the stimulus persons in the preference items. The girls showed high
minority identification and preferred teacher to mother. The re-
peaters in the identification and dependence -items were relatively
~ distant from others, particularly parents, Since they are described as
shy, unable to follow rules, or to play with others, this greater social
distance may express a hostile or frightened withdrawal, rather than
a comfortable independence. If so, such an alienation may explain

their poor performance on 1Q and readiness tests. |

 The promoted nonreaders, who were nioderate in 1Q and
ratings and lower in social class but higher in readiness scores than:
the readers, tended to be closer to mother and father and to others
‘in general than were the other two groups. The behavior scales
-which differentiate them significantly from the readers, in addition
to the four alreacy mentioned, included 1) overly dependent on
‘teacher, 2) clings to familiar, 8) demands attention, 4) inattentive,
and 5) does not complete tasks. The boys were higher in esteem;
- the girls, less teacher-oriented than those in either other group. The
emerging picture of this group is one of an immature, overdepen-
dent child, similar in a number of respects to a group of children
with reading problems in an earlier study (Henderson, Long, &
Ziller, 1965), and bearing some resemblance to Ausubel’s descrip-
‘tion of the “satellite” o :

The readers were higher than the other two groups in 1Q scores
and ratings. They placed themselves farther from parents and the
group than the promoted nonreaders and were rated significantly
higher than either other group on 14 of the 24 ratings, including
“independence” and “exploring.” The girls chose the ‘majority
“white” symbol to represent the self and preferred teacher to
mother. Both boys and girls tended to select the small realistic sym-
bol for the self and to differentiate between people, preferring
mother, teacher, and friend to father. ‘These children thus appear
to have begun the desatellization process described by Ausubel and
to ‘be confident enough to move away from their parents as they
" enter school. : e

Q
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Measures of Intelligence, Language, Creativity,
Reading, and Wntten Language A!‘l‘hlEV&mEHt
 of Dlsadvantaged thldrf:n

'RoBERT H. BRUININKS
University of- Mxﬂncﬁgia '

- THE ENVIRONMENTAL MILIEU of the edu:at;gnaily dlsadvantaged
child offers few gppartum:;es to develop the prerequisite skills
‘necessary to attain mastery in ra:admg Auditory and visual stimuli
in many lower class homes are generally restricted, um:rganlz&d and
qu;ahtatwely d:fferent from the stimuli’ provided children of higher
socioeconomic status (8). The effects of these experimental limita-
tions are reflected in the ﬁndlngs of a growing number of studies
which indicate that disadvantaged | children typically apprﬁa::h f:arly
- school learmng with -_.slgmﬁcant perx:ePtual Imgu tic ami cggnltwe
deficits (6, 8, 28). : s : _

The- pervaswe deﬁc;&nmgs of dlsadvantaged chﬂdren in lin-
guistic, cognitive, and perceptual abilities undoubtedly serve to
limit the ability to deveiop early readmg skills.: Epidemiological sur-
| veys havc: reported the prevalence of readmg failure to be four to
“ten tlmes more COmMmon amorig ‘children of low socioeconomic status
- groups in comparison to the rate in the rest of the school population
3,7, 15) In one study, cinly 36 perc:ent of 6,000 dlsadvaﬂtagtzd chil-
dren in the primary grades were reported to be reading at the ap-
PTQPI’IEEE gracle level (25). Deutch (9) has EGII‘IEC’I the term “cumula-
tive deficit” to describe the tendency of the dlsadvantaged to fall

progressively. behmd in acaclemz:: SubjEEtS w;th eatzh successive grade
level. . : f

_ * The fESEart:h r:pgfted her:m was suppgrted by grants to Cfeargc Pﬁabad’g
- College for Teachers from' the National Institute of Child Health and Human
Development (grant HD-Q?S) and the Ford Foundation under the ausp,::es gf

- thr: Nashville Edus:atmnal Impmvement Pl‘ﬁ]EEt
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44 ACHIEVEMENTS OF DISADVANTAGED CHILDREN

While available evidence suggests that disadvantaged children
display a number of behavioral deficits, too few studies have doc-
umented the extent of these deficiencies in the areas of reading and
language within the same samples: Many studies, moreover, have
reported differences between disadvantaged and. middle-class chil-
dren by merely indicating statistical significance values and, conse-
quently, make it difficult to interpret the magnitude of  such
discrepancies in educational terms (e.g., through age or grade level
scores). Examination of the educational research literature also re-
veals that little attention has been devoted to the study of written
language performance among disadvantaged children, even though
their oral language characteristics have been well documented {,
18, 24, 28). , ,

A review of the general correlational literature indicates that
few studies have explored the relationships between various intel-
lective abilities and achievement among the disadvantaged. The
correlations reported between measures of verbal intelligence and
reading in unselected populations, however, have consistently varied
between .40 and .75 (23). There is some evidence, obtained princi-
pally in crossssectional studies, which suggests that the magnitude of
correlations between these attributes increases with chronological
age. Further consideration of correlational studies in this area also
reveals that 1) the measures employed in past investigations have
mostly consisted of group intelligence tests which require a minimal
level of reading ability to respond, 2) few previous studies have in-
cluded other factors in addition to verbal intelligence, such as oral
language and creative thinking abilities, in assessing relationships
with reading, and 38) the independent contribution of creativity and
oral language scores to verbal intelligence in predicting the achieve-
ment of disadvantaged children has been largely ignored. - '

The present study was concerned with ‘determining the ac-

-ademic and linguistic characteristics of disadvantaged children, as

well as the magnitude of correlations between a number of tests and
various aspects .of achievement. Measures of verbal intelligence,
creativity, oral language, and academic and written language
achievement were administered to a relatively large sample of dis-
advantaged children in the first, second, and/or third grades. Data
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derived from these measures were employed to assess the following:

1. the extent and nature of differences bgtweendlsadvantaged
subjects and normative samples on measures of academic
achievement, oral language, and written lanfru*ige,

2. the validity of verbal intelligence, -oral language, and cre-
‘ativity measures in pred;t;l;mg academic 311:1 wntten lan-
guage achievement;

3. the presence of any ch ang&s in the relationship between
verbal mtelhgence and reading achievement with age; and

4. whether oral language and creativity measures would con-

' tribute &gmﬁxzant variance to verbal 1g in the prediction of
academic and wr;tten}anguagg achievement.

~ Method
_ Subjects

| The sample consisted of 354 sub]ects 177 h::’ys and 177 grﬂs,
who had been enrolled for three years in the public schools of
-Metrapghtan NashvﬂlE-Dawdsan Egunty, Tennessee. AEEEI‘ thrEe
years in school, the subjects had a mean 1Q of 88. 65 (s = 12.89) and
were approximately 8 years, 10 months, in age. Apprgxlmately 80
percent of the sample consisted of black children, while the remain- .
“ing 20 percent of the sub_]ects were white. Most of the children had
participated recently in a two-year research project designed to assess
the efficacy of thiee phonically oriented reading approaches and an
oral Ianguage stimulation - prc;gram in the ﬁrst two elementary
grades (11). | -

| Data on. sacmecancrmlc status (SEs) were obtained through home
interviews and ratings by various school Persannel Children were
deleted from the sample on a number of sEs criteria, including 1) a
family income of more than $9,000; 2) residence in a very good
house or apartment; S) residence in a good house or apartment with
a total family income in excess of $6,000; 4) C‘!f:ﬁllljatlljﬂal classifica-
- tion of the main wage earner of the family at the professional, tech-
nical, or managerial level; or 5) an educational attainment for the
‘better educated parent of fx:ur or more years iif t:crllege training. The
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'SES andéﬁhaél personnel ratings confirmed that the cliiiciren came
from economically disadvantaged backgrounds.

Tests
Each subject was administered measures of verbal intelligence,
oral language, creative thinking, written.language, and academic
achievement. All tests were administered by trained and/or qual-
ified psychometrists. The results f&’pﬁrtédhergiﬁ are concerned with
measures obtained at the beginning of the first grade and at the end
- of the second and third grades. The types of measures and schedule
of testing are illustrated in Table 1. The tests are briefly described
below. ' B '

TABLE 1

MEANS AND STANDARD DEVIATIONS ON INTELLIGENCE, LAEGUAGE;
' - CREATIVITY AND ACHIEVEMENT MEASURE

- Measure B o N X s

Stanford-Binet 1g (prereading) - 8h4 86.87
Stanford-Binet 1q (2nd grade) ' 354 89.61
Stanford-Binet 1q (3rd grade) - - 854 8865
ITPA-LA (prereading) ) _ 354 52
- ITPA-LA (2nd grade) ' . B54 80.145
ITPA-LA (8rd grade) © - 354 89.00
Torrance Tests of Creative o : _
Thinking (8rd grade) o 354 80.05
Metropolitan Achievement Tests - :
- (2nd grade) = _ 854 2.61b 88
- Metropolitan Achievement Tests . o . :
(3rd grade) S .o . - 354 274 .83
- PsLT-Words/Sentence (8rd grade) . 354 - 7093 282
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Si&ﬁfﬂfd’%BiﬁEffﬂiéllfgéﬂ;& Scale. ‘The Stanford-Binet Intelli-
- gence Scale, Form L-M (26) is essentially a measure of general verbal
ability. The test includes items ranging from simple manipulation
of objects to questions which require abstract reasoning. The Stan-
- ford-Binet was administered to the. subjects at the outset of the first
grade as well as toward the end of the second and third grades.
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Oral Langu&g& Qeﬂelﬁpmgﬂt The Mlinois Test of Psyc:hghn- -
guistic Abilities (1Tpa), Experimental Edition (20), was used to mea-
sure oral language performance. The 1TPA provides a profile of nine
separate language abilities and a total language age (LA) score for
children between the ages of two and nine years. Individual subtests
comnsist of meamngful or rote language tasks which are presemed to
the subject via either the auditory or visual modality. The ITPA is

designed to measure receptive, E}{I}TESSIVE, or assaclatu:mal language

abilities. Only the total LA score was mclucied in the statistical
- analyses, The 1TPA was also adr‘mmstgred at the gutse: of the first
grade as well as toward the End of the ser:c:nd and thlrd gracles.

' Eréatme zhmkmg Fgur verhal actzv;nes E'r:‘:xm thE Tm‘rgﬁze

i becgmmg sensitive to prcblems deﬁﬂienmes gﬁps in knﬂwledge,'
missing elements, disharmonies, and so on: identifying the difficulty,
searching for solutions, making guesses, or Eﬂrmulatmg hypotheses
about the deficiencies, testing and retesting these hypotheses and
possibly mgdlﬁymg and retestlng l;hemi and ﬁr;ally communicating
‘the results.’” _ ' S

Although the Verhal ‘Tests consist of seven parallel activities,
gn]y the four activities of Form A were admxms;ered I’hese activ-
ities are described briefly as follows: ‘

1. The Ask and Guess AEEIVIt}' is des;gned to Eln::t questmﬂs
-which are not answerable by mﬁ:rf:ly looking at the picture.

2. The Guess Causes Activity requires the subject to formulate

" hypotheses about the causes. of a plc;ured event.

8. The Guess ngsequences A::tmty is d:agned to reveal the
subject’s ability to formulate hypmheses Egnterﬂmg the pns—
sible consequences of an event, -

4. The Product Improvement Activity is dESigﬁed to produce
ideas for improving a toy so that it will be more fuﬁ for

th;ldrf;n to play Wlth '

~ The four scores which were denved fmrn ihe Vérbal Subtes:r
Aa:t;vxtieu are descrlbed below:
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1. Verbal Fluency reflects the ability involved in producing a
large number of ideas with words.

2. Verbal F lexibility represents the subject’s ability to produce,

shift, and use different types of ideas or strategies.

3. Originality involves the ability to produce ideas that are dis-

tinct from the obvious and commonplace,

4. Total Torrance performance comprises the arithmetic sum

of the Fluency, Flexibility, and Originality scores.

All test protocols were ‘evaluated by the same examiner accord-
ing to scoring criteria in the test manual. (The scoring criteria were
altered slightly to include a category dealing with the physical char-
acteristics of the drawing—e.g., artist’s initials, lines.) The creativity
tests were administered only in the third grade. = |

Reading and Spelling Achievement. The Metropolitan Achieve-
ment Tests (MAT) were used to measure academic achievement (13,
14). The written language subtests of the Primary II Battery were
administered toward the end of the second grade; at the end of the
third year, the subjects were adminisiercd the reading, spelling, and
language subtests of the Elementary Battery. All achievement testing
was conducted by trained examiner:. in smail group sessions.

Written language development, The Picture Story Language
Test (22) was used to obtain measures of written language ability.
The children were asked to write a story about a picture which was
evaluated for 1) Productivity, 2) grammatical correctness, and 3)
nature of content or abstraction, Productivity was measured by
computing the number of words PETr sentence. Grammatical correct-
ness or syntax was evaluated by . assessing accuracy in word usage,
word endings, and punctuation. Meaning or level of abstraction was
assessed by the application of an abstract-concrete scale to the test
Protocols with score values ranging from zero to 25, o | |
. T'he psLT was standardized on 747 normal pupils in metropol-
itan, rural, and suburban schools in a single Midwestern state. An
approximateiy equal number of males and females was sampled at
alternate ages between seven and 17 years. Because the standardiza-
tion did not include children corresponding to the chronological age
of the sample, it was necessary to compare all scores to interpolated

Qo .
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norms, The interpolated norms were derived by dividing increases
in scores in this age range into equal increments, each of which cor-
responded. to a one-month interval. (Growth in the three areas of

written language between the ages of seven and nine display linear
trends.)

Summary and Results

One of the purposes of the present study was to assess the extent
and nature of the differences between disadvantaged children and
normative samples on academic achievement and measures of oral
nd written hnguage. On all MAT subtests the sub]ects attamed
_W1th the ﬁndmgs of past studies of the dlsadvaﬁtagfd (S 1 7) thﬁ
- children displayed evzdf; ce Ef prggresswe retardatmn in achmve—
retardation in achievement, hﬂweven may have bﬂEI’l parnally an
artifact of subtle differences in the Primary II and Elementary Bat-
teries of the MAT administered at the end of the second and third
grades, respectively. S :

Disparities of approximately 18 months between the subjects
and the hormative samples were obtained on the measures of oral
and written language. In written language, the age score attainments
of the subjects on measures of productivity, grammatica al correctness,
- and level of abstraction were at least 16 months below the scores ob-
tained by the standardization sample. The most significant MAT and
written language performance deficits appeared on measures of syn--
tax or gammatical correctness involving aspects of word usage and
punciuation.

- These ﬁndmgs are largely consonant with those of past studies
indicating the presence of marked linguistic deficiencies among dis-
advantaged t:hzldren in the related area c:E perc ptmri chlldren EE
m1dd1:=o:lass peers in a number Qf audltﬁl‘}' skllls, parm:ularly on
tasks requiring auditory discrimination, auditory memory, and audi-
tory sound blending (2, 4,6, 21). Other studies have indicated that
the oral language of children from edm:atmnally &1sadvantaged
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typical reading materials, Too reat a discontinuity between the
characteristics of disadvantaged children and the skill demands of
the extant early reading programs undoubtedly contributes to the
difficulty encountered in learning to read. As a partial antidote to
this problem, efforts in preschool znd/or compensatory education
should place major emphasis upon systematic training in the more
formal aspects of Ianguage,_intluding Supportive remedial exerciseg
in various auditory perceptual skills. With preschool disadvantaged
children there is some recent evidence to suggest that greater lin-
guistic and cognitive growth accrues from the employment of more

Another objective of the study was concerned with assessing cor-
relations among measures of verbal intelligence, oral language, cre-
ativity, and aspects of academic and written language achievement,

scores. However, verbal intelligence and oral language ‘scores com.-
~ bined were found to predict only about 25 percent of the differences
in achievement test scores, Support was also obtained for the findings
of past studies which reported increases in the magnitude  of “cor-
relations between measures of intelligence and reading performance
with age (12, 16, 19), SO S
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were negligible and fell within the range of .02 to .20. Measures of
creativity did not add significant variance to verbal 1Q in predicting
either academic or written language achievement scores. The cor-
relations between creativity scores and achievement in the present
study were generally lower than those reported in previous studies
(27). | :
In evaluating these data, however, it is important to note that
the maagnitude relationships between measures of creativity and
school achievement may be influenced by the degree to which cre-
ativity and divergent thinking are emphasized in the classroom in-
structional program. As Torrance (E? 47) has r::c:ently stated:

' If measures of achievement took into c&nmderatmn creative ap-
plications of information . . . and/or if subject matter were
acquired in creative ways, one could expect high correlations be-
tween creative th;nkmg measures and a:‘:hxevemer;t

betweeﬁ measures gE f:reatwu;y and achlavgment are d;ffgrent;ally
affected by variations in instruction l emphasm.

pears to be in n order. Studies smnlar in dESlgﬂ to the present one, in
which factorially complex aptitude measures are correlated with
facets of school achievement, yield information of limited value on
cither the nature of the reading process or the problems of planning
reading instruction. Future research endeavors should seek to assess
relationships between measures of more SpEt‘:lﬁl‘: clearly defined be-
'havmral attnbutes and readmg ac:mss a wxde fange Gf develﬂpmental

t:lud& the draw1 g of unequlvaﬁal mterpretatmns Qf the felatmns
ships reported between various behavioral attributes and reading
perfarman:e. Some of the more prevalent methﬁdglggmal problems
‘include 1) the Emplﬂyment of poorly described and unrepresentative
samples, 2) the use of samples within a narrowly restricted age range,
and 3) the selection of predictors which require reading, thereby
hopelessly confounding the independent and dependent variables,
Carefully designed investigations across developmental levels are
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studies in this area. Despite the fact that this spate of studies has
yielded valuable data on the teaching of reading, none of the current
methods has been found very successtul in appreciably reducing the
prevalence of reading disability among disadvantaged children., The

size “method” differences, while concomitantly ignoring important
individual differences among children. A more productive approach
to reading research would require the development of new strategies
which focus upon assessing simultaneously the interaction between

Applied psychologists should deal with treatments and persons
simultaneously, Treatments are characterized by many dimen-
sions; so are persons. , | , We should design treatments, not to
fit the average person, but to fit groups of students with partic-
ular aptitude patterns, :

Perhaps the application of the aptitude-treatment interaction ap-
proach to research in the field of reading could be useful in
identifying whether unique  learning ‘styles of children interact
significantly with differentiated approaches to reading instruction,
Hopefully, information derived from the delineation of individua]
differences which interact with Specific reading methods could be
utilized to design instructional approaches to climinate or reduce

Q
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the difficulties many disadvantag t;d children encounter in learning
to read. :
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 Selected Language Research and Its
Implications for Teaching Reading
to the Disad;fantagc:d

‘James L. LAFFEY
Indiana University

sincr the late 1050's when the plight of the educationally disadvan-
taged became widely known, special education programs for the
disadvantaged learner have increased in number. Professional liter-
ature has reflected the interest and concerns of the educator. Many
articles have reviewed and described major innovative projects, such
‘as The Great Cities Improvement Program. Because of the attention
given to these types of innovative efforts, I would like to discuss a
specific area of language research which appears to show some prom-
ise of making a significant contribution to instructional programs
for the educationally disadvantaged. |

During the past two decades, language rtesearch concerning dis-
advantaged youths has been focused on prerequisite skills to lan-
guage learning, extent of vocabulary, and grammatical usage of

standard English. Bloom, Davis, and Hess (3) indicate that the dis-
advantaged child comes to school from a home background in which
language use is different from that of the middle-class child. In
" middle-class homes, language is used in a variety of ways. Some uses -
include discussions to explore ideas, to analyze feelings, and to
clarify individual interpretations. In the deprived home, language is
" used in a much more limited way. Communication often takes place
through gestures and other nonverbal means. Also, the language

wused is often. grammatically incorrect and likely to be limited to
small number of grammatical forms. - - | |

. Language differences between socioeconomic classes, in terms of

classroom performance, were summarized by Gordon (6). Middle-

class children mastered a higher number of speech sounds, artic-

b5
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ulated better, demonstrated a greater frequency of mature-sentence
types, constructed more complex sentences, verbally built better-
elaborated concepts, and showed a higher incidence of words. On

the other hand, lower-class childr&n*s language behavior was found
to be characterized as “restricted,” i.e., communicated signals and

direction with thinking confined to a relatively low repetitive level.

Generally, there was a delay in language acquisition which very
likely resulted in some difficulty in making the language transition
necessary for dealing with abstract modes of thought. While these
‘research findings demonstrated the profound and complex problems
faced by the culturally disadvantaged in the school setting, the find-
ings also established a research base for a different kind of language
research. This research began to ask a new set of questions. The
questions placed a new perspective on the langu: age of the disad-
vantaged. Much of the earlier research appeared to place the lan-
guage of the disadvantaged as an inferior version of standard
English. The new research considered the language behavior of the
disadvantaged as a different point on the language continuum that
ranges from the most formal to the most free. It also viewed non-
standard English as a sepzrate mode of Ezprﬁssmn Nonstandard and
standard English were viewed as different approaches to formal En-
glish, each having its own use. This view of the language acted as a
springboard to an entirely new series of sociolinguistic studies on the
language of the dzsadvantaged Linguists conducting these studies
were concerned with 1) examining the language differences in the
black and white pcxpulai_:icrns 2) relatmg the language of the socisly
and educationally disadvantaged to school-related problems; and
3) exploring the possibility of devc—:lapmg instructional materials
based on the culturally different language systems of students.

| ‘What have the researchers fornd _concerning the language s*ys-
tems of these different cultural g:mups? ng do the ﬁndmgs of this
research relate to school problems?

- To provide an answer to the first questmn, ‘one need cmly re-
view the studies of Bailey (1), Dillard (4), Labov (7) and Shuy,
Wolfram, and Riley (12). These researchers have described the tech-
niques and linguistic parameters of Negro nonstandard English.
Labcm, hmvever points out that even though there are dlst;n:t fea-

e e e B S A Wboams, 11
- o

LI A B

ikl



LAFFEY 57
tures in the nonstandard Negro dialect, these distinctive features
also occur in the speech of Northern and Southern whites.

What are some of the features of the nonstandard English
dialect? Essentially the dialectical differences occur in the sound
system, grammar, and vocabulary. Some of the more obvious dif-
ferences in the sound system or phonological patterns are described
by Labov (7). He categorizes the phonological differences into three
classes: r-lessness, [l-lessness, and consonant clusters simplification.
The rless pronunciation refers to extending the vowel sound in
certain words so that the vowel sound obscures the r-sound. For ex-
ample, a lengthened vowel sound in either car or guard obscures
the rsound. Other examples which Labov uses to illustrate the 7-less
pronunciation are the centering glide sound or [sch w a] in place
of the r in fear, feared, care, cared, bore, and. bored.
the following examples, Labov (7). Homonyms are formed by
the following words: toll = toe, help = hep, tool = too, all = awe,
Saul = saw, and faught — fought.

In the class of consonant clusters, the most gEﬁEfEi tendency is
toward the simplification of consonant clusters at the end of words.
Labov points out that there are two distinct tendencies among
Negro speakers: 1) to reduce clusters at the end of words to single
consonants, (past-pass), (rift-riffy and 2) a more general process of
reducing the amount of information provided after stressed vowels,
so that individual final consonants are affected as well. (She wow! =
She wildl) | | |

The grammatical differences between standard English and the

nonstandard dialect of Negroes have been summarized by Baratz
(1968). Some examples of these differences relate to verb in number,
form, tense, subject expression, and use of the pronoun and in-

definite articles. In the Negro dialect, the speaker often neglects to
use a linking verb. For “He is going,” the speaker of nonstandard
English says “He — goin!” In the nonstandard dialect there is often
a lack of verb agreement. For “He runs home,” “He run home.”
- The verb form is also different.-“I drank the milk” becomes “I
drunk the milk.” In expressing the subject, the nonstandard dialect
speaker often inserts a pronoun immediately after the subject. “Joe
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1

ke live in Pittsburgh.” In using the pronoun, the nonstandard di-
alect speaker often uses the third person pronoun in place of the
first person pround. Instead of “We have to do it,” it is “Us got to
do it.” When the nonstandard speaker uses the indefinite article, the
a is not replaced by an in front of words beginning with a vowel. I
want an apple is stated as “7 want a apple.” There are other exam-
ples of the grammatical differences in the language systems of the
speakers of nonstandard and standard English. (For a complete
listing of these differences see Baratz, 1969.) |
Another facet of the nonstandard dialect of the Negro speaker
which has received some research attention is vocabulary. Shuy (11)
reports that teachers hold the erroneous concept that because they
lack school vocabulary disadvantaged children also lack overall vo-
cabulary. Contradicting Shuy’s assertion that the disadvantaged stu-
dents do not lack general vocabulary is the research of Figurel (5)
and Loban (9). Figurel compared culturally disadvantaged student’s
vocabulary with estimates from the Thorndikes’ word list and found
the students to be below the Thorndike estimates at all grade levels
included in the study. Loban suggests that the disadvantaged were
inferior on “language fluency measures” reported in his eight-year
longitudinal study. One measure used to determine “language flu-
ency” was the extent of the student’s vocabulary. Possibly, the dif-
ference in viewpoints of these writers is a difference in research
- methodology. Shuy (Z7) hints at this when he states, “The notion
that children in disadvantaged homes are products of language de-
privation seems to mean only that the investigators proved to be
such a cultural barrier to the interviewee that informants were too
frightened and awed to talk freely, or that the investigators simply
asked the wrong questions.” While this statement is an oversim-
plification of the varieties of complex research problems an investi-
gator might encounter, it does provide some insight into the
meéthodological problems that could be involved with research in
this area. S S |
~ While these are some of the current research findings concern-
- ing the differences in the language systems of a selected population
of standard and nonstandard speakers of English, it is important to
stress that these are differences and not deficiencies. Linguists study-
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ing the Negro nonstandard Fnglish agree that the differences are
systematized rules within the vernacular. The linguists agree also,
as Baratz (1968) points out, that these differences can interfere with
learning standard English.

A second question generated by the findings of linguistic re-
searchers is “How do these research findings relate to school prob-
lems?”’ Shuy (I1) suggests these findings concerning the language
systems of the disadvantaged indicate that these students “speak an-
other language.” Shuy suggests also that since the linguistic system
of the ghetto student is different from that of standard English, it

o (lmgulstn: systern) does interfere with learning reading skills taught

in standard English. Labov (8), however, differs with Shuys view
of the effect of linguistic differences on learning. Labov states, “Prac-
tically nothing has been done in examining the vocabulary of in-
struction to see w’her; speakers of nonstandard dialects might be at
a disadvantage.” He supports his viewpoint by pointing out that
only two kinds of nonstandard dialects have been carried out to
date: “. .. those carried out by linguists outside of school, and those
carried out by psychologists and educational researchers within
schagl " He states further “The teachmg prgcess 1tself has not yet.
gulstn: analys;s" (p 41)

Although Labov’s views on the lack of research in this area were
valid at the time the statements were printed, more recent research
has considered the question of teacher-and pupil language dif-
ferences. This research makes Labov’s viewpoint less valid. A pre-
liminary survey was reported in the Reading New.srepart (10) of a
language project conducted by Marie Marcus at Louisiana State
University. She found that teachers of lower-class children in her
project use nonstandard English while 1nstructmg children. She
found also that lower-class children had difficulty in understanding
5 questmns stated in standard English. One conclusion drawn by Mar-
- cus was . without exception, that the teachers of the lower-class

children serve as poor language models.” Even though some of the data

may. suggest this conclusion, it appﬂafs pertinent to raise at least one
question. Do the teachers in the project without exception serve as

- poor Ianguage mgdels or do some tEaEthS zmltate the language E!E ,
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the children in order to communicate effectively with the children?

Stewart (13) offers another point of view. He maintains that
beginning reading materials should be adapted to the linguistic pat-
terns of nonstandard Negro dialect. This author supports his view-
point by anticipating and refuting four possible arguments against
the development and use of such materials,

In summary then, while there does not appear to be unanimity
of opinion among the linguists concerning the educational implica-
tions of sociolinguistic research, two of the three authors quoted
above offer specific suggestions for making changes in school prac-
tice. Shuy (77) notes that educators have two options concerning
how to make adjustments for the dialectical differences between text
book materials and student dialect—*“One is to adjust the child to
suit the materials. The other is to adjust the materials to suit the
child.” On the one hand, to adjust the child to the materials implies
that the child should learn standard English before learning to read.
Because of the complex problems in teaching a child a new language
and the questionable value of teaching students the standard Fn.
glish, Shuy recoramends that materials be adjusted to the child. He
offers three specific suggestions for adjusting text matcrials to the
social dialect of the culturally disadvantaged:

1. Include in the beginning reading materials the grammatical
forms which occur in nonstandard, even though they may be
absent in standard English. | |

2. Exclude from the beginning reading materials the gram-
matical forms which occur in standard but do not occur in
nonstandard. ) ,

8. Write beginning reading material in such a way that the

~ syntactic structures of the written text reflect the syntactic
structures of the reader’s oral Ianguage experience in a way
that is consistent with the task at hand—learning to read.

‘These suggestions have direct application to beginning reading.
However, the suggestions also have implications for the culturally

disadvantaged disabled reader at higher grade levels. , .
~ Stewart (I3) proposes a third alternative to alleviate the prob-
lems associated with the nonstandard dialect. He suggests that some
adjustment to both the materials and student be inade. Initially, it
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would seem necessary to adjust the materials to fit the student’s
needs. After some initial insiruction, materials could be designed as
transition material, in which the student would have an opportunity
to modify his responses to match the standard dialect or to modify"
the materials to match his dialect. The value of such a system would
be the gradual recognition of the standard dialect—a prerequisite
to academic success.
This brief review of selected language research clearly suggests

new ways gf thlﬁkl g about nonstandard En g ish dialects and new

ant ’115 Etlﬂﬁal materials. The
researt:h suggests that ucators need to be sensitive to the stigma of
value judgments gftf;, “associated with nonstandard EI’IE’hSh Non-
standard English needs to be discussed as a d fference mgdgl of En-
glish and not a deficit model. In addition, linguistic scholars need
to delineate clearly the differences between standard and nonstan-
dard rules and suggest applications for classroom instruction. Once
the rules are clf:arly defined it will be possible for teachers to learn
and apply the rules in the classroom. It will also be possible for pub-
lishers to consider developing instructional classroom materials
which would mtarpérate the rules and discussions of their implica-

ticns.
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The Tralﬁlng aﬁd Use of ParaprcszSSIQﬁals

in. Téar:hlng Readin

ECIEERT FARRAR KINDER
EEIHIIEELIELIL State ngar:ment of Education

HAH‘E TEAGHERS have hglpérs tcday Thesz helpers*

llect m:}ney frr;sm Pupﬂs

—keep the classroom neat, w&ll—light ed, and _ventilated
—write passes for pupils - B i
EIEEIEISIEIEIH and mau‘itain supphes _

- —check, inventory, ‘and distribute materials

' Emake attgﬁdance and Iun::hrc:f:rﬁ rEpa:rts

: dgr and playgrﬁund
o -—duphgatg materials ,
EI‘EEIHISIEIQTI cbperate, : and make minor rapalrs on- IECﬂfd
players, ﬁlmstnp prﬁ_]gctﬁrs, and ather slmPIE Equlpmﬂﬂt

w Under a te h 'S dlréu‘:tlcsn they freq_uenﬂ?

- —help ser. up ’b ulletin bﬁards and c::t,her dlsplays -
' _—355151: in preparmg 1n5tructmnal matgnals '
—correct certain papers .
- —enter and average grades : -
—make arrangements for parent-teacher tﬂnfgrences e
—handle makeup and homework requests fﬁr absen tees
~—make entries in t:umulanve fglf.igrs -
‘—administer certain tests -
y —-cgndu;:t small—grcmp drill

Eependmg E!Ii thElI’ SPEI:IB]. talents and skills, the ’y : metzmes

. —Drgamze and maintain classri:grn files
- —type instructional matemals, tests, and repﬁrts '
- Ehelp lay out thg class newspaper

68
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. —read and tell stories to pupils
—play the piano’ ' |

g8 Inshort, classroom helpers take over and do many of the non-
| _ﬁ;prgfess_ianal— ~and even some of the semiprofessional-—tasks of the
- teacher. They relieve the teacher to spend more time in professional
activities with pupils. ‘These. helpers, called paraprofessionals, pre-

~ sent special challenges to schools and to reading instruction ‘today. |

_ The paraprofessional—called nonprofessional, auxiliary worker,

or teacher aide at various times and places—is not a completely new

school staff member. For many years schools have had a limited hum-

ber of aides—perhaps helping with the school library or lunchroom

attendance officers. However, only in the past few
of people as aides taken

or serving as school 7
‘years has the assignment of large numbers of P
place. The shortage of trained teachers; the explosion and prolifer-
ation of new knowledge; the need to keep apace with the rapid ad-
vances in technology; the dramatic changes in  our society and
our way of living; plus new. funding available to local schools from
federal and state programs, as well as from private foundations, to
improve education have all-converged to bring about a fresh look-
-at, and new definitions of, the professional role of the teacher. As a
-result, paraprofessionals have become staff members in a’significant

number of schools.

Prevalence of Paraprofessionals

- In 19065, the New York State Education Department reported
that the percentage of school districts using teacher aides had in-
~creased from less __'than;;gfpéfﬂengi-in{i_QES-!:Q 68 percent in 1965 (6).
-~ Whereas in 1960 only 12.school systems in the six- New England .
. states used teacher aides (5), by 1967 the number had grown to 230
(#). In 1967 these 230 school systems in Connecticut, Maine, Massa-

- chusetts, New Hampshire, ‘Vermont, and Rhode Island were using
more than 2,500 subprofessional staff members. Indications are that
in some states with a longer history of wide use of teacher. aides—

- Michigan, for example, where in 1952 the Ford Foundation funded
- the Bay City program which made systemwide use of elementary
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sc:ht::&l teacher a1d¢:5—the pers&ntag& of SEhl‘:iE}l districts using aides

. and the number of aides at work are likely to-be even larger than
‘that repﬂrted for the New England states and New York.. .

- During 1965-1966, the first school year of operation undEI‘ the

federally funded Title I of the Elementary and Secondary Education

Act, which attempts to provide for the educational needs of econom-

icall‘y deprwed children and ysuth 'schools thr@ughgut the United
States hired morz than 180,000 nonprofessionals to work in- this
T prc;gram EIEI’IE Is it any wander many people think that paraprgfx:s=
sionals as members of school ‘stafis are here to stay, and in. large
numbers? If the present trend continues, and there. 15 muc:h to in-.
dicate it will; more ‘and more schools will be-using an. increasing -
“nuinber of ﬁgnprafessmnal staff. workers. Perhaps it won't be lr;mg
]}EEGTE thf: ratn‘:: t:sf Prt::fess onal to parapz gfessmnal staff members in

RQIE of ParaPeressan als =

3 The role thal; tea-:her aldes play in thf: sch::lcxl Prggram is dlf— |
j ficult to describe, partly because an aide’s work is so diversified and
partly because just what a partu:ular aide does dephnﬂs on his skills,

"~ his past E}{perlsnces his tralnmg ‘and.the klnd of person he is: Gen- -
- erally, his role is very ﬂ exible. He takes on new tasks as he prt:nres
 he can handle them. The underglrdlng guidehne for his work is the

. prmmple that he assists in instruction by assu____ng some ﬁf the more
me;chanical aspects c;f promoting pupil learning. S

" Several Teports describing dunes assumed by parapraf&ssxan&l_

: ,warl;ers have been publ:shed in recent years. One of the most broadly

 ‘based of these" rEpi:rl:s is detailed in the NEA Research Bulletin for

- May 196‘7 (3): The Natmnal ‘Education Association surveyed the

‘duties ‘assumed by 29,995 ‘paid aides in schools  throughout "the:

Unzted Statgs The bulletln TEPL’II‘ES that thg L‘EI’I dutIES most fre:

o 1 _ dupl;catmg tests and other matenal
- 2. helping with classroom hgusekeepmg
3. typing class materials and tests ,
2 settmg up A~V equzpment a.nd gl:her 1nst;ructmnal matenais
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5. helping with children’s clothing
- 6. supervising the playground = =
7. correcting tests, homework, and workbooks
8. reading aloud and story telling = '
9. assisting in the school library
10. collecting money from pupils. o
. Other recent reports draw a similar picture,  Reports from
Florida (2), North Carolina (), and New York (6) all testify. that
- duties of paraprofessionals were mainly noninstructional and clerical
 tasks that supportéd thé professional activities of teachers and othér
members of the school staff. -~ . T
-~ In 1967 the New England Educational Assessment ‘Project col-
lected ‘data from 1,724 teacher aides in the six New England states
(#). The list of ten duties most frequently performed by these aides
includes seven that are similar to duties listed in the NEa survey.

The ten duties most likely to be performed by the’ New England

aides were: =
1. providing clerical assistance including - duplicating' mate- -

helping supervise the playground '
helping supervise the lunch period- o
assisting with housekeeping chores and bulletin board ‘ar-

BN

rangement o o -
 helping an individual child with his lessons.

filing and cataloging materials =
“collecting money ©~~ © .. B T
- checking objective tests under teacher supervision -

- correcting workbooks - oo oo o
- preparing visual materials for ins truction as determined by
the bemehier, . it . e o 1ined b

PomNpwm

| Of this list of duties, ﬂnly helpmg supervlge the lunch period, filing
and cataloging materials, and helping the individual child with his
lessons did not appear on the NEA List. .~ . . ..

~ The-New England 'S_fu:d‘"}f_’;fis"Péﬁ%i_ﬁjﬂéﬂ? "iﬁtéfééi—:iﬁg because 1t

~also éélié}:l 2,189 teachers who had. experience in working with para- -

- professionals what school duties they would recommend aides should
perform. Most frequently recommended by these teachers were eight

IToxt Provided by ERI
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' ﬁf the ten duties aides were already performing. wn:h most f equf:m:y ‘
Only two Irequently performed duties—helping the individual child
with his lessons and correcting workbooks—were not among the ten
‘most frequently 1 recommended by teachers. On the other hirld two .

“others, not most frequently performed—helping supervise bus load-
‘ing and making out lunch reports—were . recommended by almost
60 percent of these teachers. In the main, haw&ver, aides seem to be

most. frequently perfarm, g duties which are identical or similar to

Ehc: duties teachers who work with aides most frequently recommend.

| Paraprﬂfessmnals work at all levels of the school system from
prehnd:rgart&n through the junior college. At present, however,
‘they are used in the largest number to: 3551512 in Elemﬁntary s::hcn::ls

'_(3? 7, 5)

- Pfi;::r Eduﬁatiéi; and EspériEﬂces of Péra?r&féésigﬂals

| The NEW Yt::rk survey 6) shc:we.d that the level of educational
: attalnment reached by teacher aldes cgv&red ‘a wide range. Among
- New. Y::rrk tﬁacher azdes in 1965 15 pertzgnt had attendgd_but had

' CEIVEd a high schcn::l dlplgma yx:t ﬁngther 23 pEI‘i_‘Eﬂt had attendéd '
—bui; not been graduated from—college, ‘and the rema:ﬂmg 9 per-
- cent had recewed ‘a college. degi‘ee._ThE ﬁew England study (#) of
1,724 azd;:s ‘'showed New England aides-in 1967 had completed

B f fshghtly more years ﬂi eduizatmn than reported by New' York aides.
~.in 1965. Only about 5 percent of the New England aides had at:

tended—but had . not been- graduated frt:m——hlgh s::h;:n:l whﬂe

| ___r:::inaderably more ‘than 10 percent held call&ge degrees.

" The New ‘England study ‘also showed. that aides w::;rkmg in
= secgﬁdar}f schools tended to have. campleted more years c::f education
than aides warkmg in elementary schools. A comparison of educa-

o tional attainment between aides warkxng in elemenzary schccls and .

anﬂes wm’kmg in segandary SEhEDIS shcws
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)
\m‘

—26 percent of the elementary school aides against 83 perceut

of the secondary school aides have completed from one to

three years of college;

—10 percent of the elementary school aides against 28 percent

of the secondary school aides hold a college degree.

Data frr:sm _B_i:r_th_;he Né;ﬁi’btkénd Héﬁ:Eﬁgléﬁd studies seem

~to point up three things about the number of years of education
a) relatively few paid paraprofes-

completed by pargpfgfesfsi::nals;_
sionals have attended—but not. been graduated from-—high school;
' b) the vast majority of paid paraprofessionals have received, at least,
a high school diploma; and ) a large number of paid- paraprofes-
*‘sionals have completed at Ieast some college education. T

. While the level of educational attainment reached by para-
professionals varies considerably, their ba:kgrounds tend. to be alike

in other respects. Most teacher aides are married women, and many.

of them have raised children of their own. Most of these women
~working as ‘subprofessionals ‘have ~had some prior experience in
- working with children outside their own home as a cub scout den
~ different youth groups. - - S U
- In some particular programs—such as those funde

~ mother, a Sunday school teacher, or a leader of any of a number of

. ‘Title I—large numbers of teacher aides live, or have lived, in the

- same neighborhood as ‘the children in the program.

- T'he prior training and experiences of. paraprofessionals -are

~ believe are desirable réquirements for their employment. As a part
“of the New England study (4), responses were tabulated from 230
ool nde: ncerning what they believed were desirable "
- as an aide. These superintendents -
- categorized each of nine characteristics of aides as required, desired,
‘or does not apply. 'The nine characteristics they were asked to rate

requirements for employment.

‘were:
séﬁaﬁdar? school attendance

. graduation from secondary school
ost secondary school study . .

NH
*uyn_g- .

a college degree

a by ESEA,

L N .

T s Wt
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5. clerical : I:ills' . 7 7 )
6. successful experiences in working with children
7. parerit of a school age child
8. ability to assist with instruction
9

abﬂlty to t&ach m’ie or rnc)ré classes

- In respﬂnse, ‘more than half of the supﬁnntendents marked three:
of the nine chara::tenstiﬂs -as either’ “required” ‘or “desirable” for

_employment as an aide. ‘These three characteristics were a) grad-
uation from. S&i::gndar}' school, b) post secandary school study, and
c) su::t:gssful experience working with children. In. addition, more
than half of the Eupﬁrlntendents indicated that zlgncal skills were
at least des;.recl 1E the aide was to’ wcxrk pﬂmanly as an educational
_ matﬁnals assistantorasa fﬂEI‘lEal wc:rLe:r. While most. superiﬁtendents
did not mark. clérn:;{ll skills ‘as a desirable. requirement for aides
- working as an mstrug:tmnal ass:lstant, Irlx:ire than half of them ;:he::};gd ﬁ
““ability to assist wrth instruction’ *and ° Etﬂligé de&ree for an in-
~structional aide. It seems significant that only about one quarter of
- these super:-.ntendents checked ¢ parent of a s;:hcn::l age ::Iuld !
. Elther ‘required” or “des:lrable. SRS C :

- Most of tlus grc:up of New. England schmjl admmlstratnrs

o seemer:l to believe that the number. t::f ‘years of Educatlﬁn a prospective

aide had EﬂmPIEtEd am:l ‘his prmr successful experience working
with children were most important for a teacher aide no matter what
he was askecl to do in SEhQEl They alsc seemed to’ fEEI that clencal'

" skill was -an’ important” -prerequisite for ‘aides. serving 'as clerical
workers or’ eduzatiﬁna’i materlals assistants and that aides serving as
’1nstruct1cmal asmstants n&eded a PI’EI’Eq‘LIISItE a’bll_ ity tc; assist ‘with -
1nstruct1crﬁ. SEER : ' St o

I ﬁz.ce Educatmn af Paraprafesiié , J -

DESPIIE the fat:t that a few scht:sf;tls Qperate f:ampafatlvely Eull

an d th@rﬂugh inservice tralning prc:grams for Paraprafessmnals ‘in :_' _
ost instances such- programs are meager. 'They center largely around
few days of orientation- for aides before the‘y begaln working in a’

WI‘

‘school. -After an aide Bagms working, the. inservice education pro-
‘gram in most schgals bEEﬁII;ES qulte thm and WIdEIY spaced.
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The Florida study of teacher aides (2) ‘indicates that, in 1966,
about one half of the counties that employed teacher aides required
' no special training for aides and that one half had no inservice train-
ing programs. Only about one quarter of the Florida counties us;

“Picture for 1967. The Nga. found that teacher-aide training most
often took the form of conferences beﬁveeﬁfzhe_aidg and his super-
0T i ; ight ta the form éf'-pfésghéai'?i’nsti:utés or in-

service :'Warks'hcjgsi_i;éss' than_half of the sc

and workshops, The Nga Teport (3) paints only a slightly brighter

- Maine un from the National 5Béféﬁ$g,Educ§tign'_Act and
‘the Office of Eﬁqﬁamic‘Qppgf:uni!:y;;-_'fhis Program included teach. -

-+ ers, pupils, and prospective téé:her_ai_desg During June the- prospec-
. tive aides and the children live together in ‘a camp. . Their weeks -
together are B_asriﬁalljiznstfui:tursd and informal although emphasis.

is placed on getting to know and enjoy o m

d lcarn some of the skills she will find valuable as.a

teacher aide. - . L T SR IR

with. neighboring school Systems to pro I
service education Program it cannot- su PPort on its o
might subscribe to an extension-service, inservice education Program.
for teachers and- teacher aides (7). ‘Whatever form the program -
finally takes, two factors are essential: a) t_he"'téaéliérsi‘th;:iviﬂ work:

with the aides should be included in the ‘inservice - Program ‘somie. -
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~ times as mstmctx}fs and other times as Eelltzrw st11c1ents=-aﬁd b) the
inservice education program should include both adn:quate orienta-

tion before the aide starts working and effective, ;:Dntlnulng -sup- -
pDI‘ElVE educatmn after the alde has star;ed W::iﬂ; S

| 'S’slgfiés'?aid i’arﬁpféfésﬁéﬁélg N

, Sr::me parapfgfessmnals are paid by the haur Gthers are pald by
the day or week. Still others are paid an annual salary (No mention
has been made in thls I’EPﬂl’t ‘about adult volunteers and student
' tuttﬁs wht‘} are alscr, irt a Eertain _SEnse, p‘araprafes'ﬂcmals but wha
' present speclal ihallénges ) When an a;de wcsrks as a part{lrne sr.:hacl
staff member; he is often. paid an hourly or daily rate for his services.
However, when the aide’s services bEf;DmE full-time assistance to
' 'the schools, there is a tendency to pay him an annual salary. |
~ Administrators ﬁgqugntly say that an aide’s rate of pay is based,
© or should be based.. on the kind of services he performs for the
- St:hmjl ‘Aides are pau:l widely varymg amounts for their services. In
1965 Flt:inf:la aldes received between $1 GO and $1. 50 per hL"ILII‘ for
~ their services (2). In. 1965 the median i:ategt:ry for an aide’ s ht:iurl}' B
~ pay in New York" was from- $1.59 to $2.56. per hour (6). In 129
.. syst.erns thraughgut the U,,,Eéd States that reparted ht:iurly rates for -
the 1965-1966 school. year ‘rates ranged frarn %$1.25 to $3.15 per hour
and- averaged $1.83 per hx:rur (3) Amang 280 school . ;systems in the
six New: England states in- 1967, 78 percent palcl aides less than sub-
'stltute teachers, 10 percent paid aides the same as substitute teachgrs,

B *am:l 7 Percent pald aides more than substitute teachers’ (4). -

It. 15 dlfﬁcult to ﬁnd Emdénrse ;:f the extent to. whlch paraprcfeé—lj_ )

It is beheved hawever, that many uf th(: tea::hers aldes are not yet
gzven an opportunity to. partlglpate fully . in the insurance plans,
_pension system, . credit union, annuity programs, personal and sick
. leave, and school visitation days avallable to cher schagl staff mem-
- bers’in their district. = SR L Sl , | ,
As ‘more paraprzif ssmna’ls be::crme full tlme;perﬂlanentjmgmi
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hold the teacher aldes First, systems prgbably will ﬁnd it ne::gssafy .
“to increase an aide’s salary in annual steps as’she becomes more ex-
perienced. Second, systems will find it desirable to include aides in
sharlng the fringe beneﬁts available to other members of. the schﬂel

Staff

Eert;ﬁ ati n Uf Paraprﬁfessmnals

, Up to thlS tlIIIE ﬂmst state education agenf:ms do not ‘certify
' 'paraprﬂfﬁssmnals ‘However, most have issued some sort of statement

concerning the role’ paraprofessionals Play as school staﬁ members.
“_,.C%gnerally these state Educatmn aﬂ‘enty statements make one or more

- z::f thESE four points::

Paraprfgfessmnals may pﬂ*‘fr:srm HBHIDSH‘HCEIQHHI dLIE;{:g.

| Paraprofessionals are generally not certifiable as teachers.
- Paraprafessmnals as.szst t;eruficated persannel they do not
replace them. = - : = .
4. Parspmfessmnals relieve cert;ﬁﬁated persann&l of s-*:ame of
- their nz::nprafessmﬂal dutIES 50 that PHPIIS are p:mwded beca

'ter learmng 51tuatmns

o M f!"‘

. As paraprgfessmnals became more numergus and perrnanent
. membr—:rs of school staffs, without a doubt, there will be added pres-
‘sure on state ‘agencies to. certlfy them. For the" present however,
o any pecple see real beneﬁts in present practice. This new member
. of the educational farmly is still proving himself. He is still ﬁndmg
his most EffECthE role in the sch::n:xls. Some will be able to do very
well some of the JGbS others can' not .do. Thus keepmg the pgra=
pmfessmnal $ required- traming, experience ‘and his role su:mewhat
- flexible—within certain- broad. limits—enables local schools to con-
tinue experimenting in new, creative, and more ‘beneficial uses of an
ald& s own, mdwldual talents. . S '

Chall&nges of Paraprafessmnals

P:;faprgfessmﬁals pres&nt ver}r spec:xal challenges to Educ:atnrs
- and, in particular, to reading. Edut:a:ﬁrs, Some of - these challenges
. may be more éasﬂy rnet ‘than ﬂthEi‘S, bul: all must be fafzed bef:jre

Q
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‘paraprofessionals in the schools can achieve what their potential use
promises. The challenges they present number, at least, seven.
1. Establishing need for aides. 'Too often, schools hire para-
professionals. merely as an inexpensive means of augmenting the
- existing staff. This practice is regrettable. The role these aides will |
“play ‘is made clear neither to the staff members with-whom the aide
will work nor to the aide himself, ‘When this condition happens,
difficulties usually arise. T
* The first challenge is for the creation of a detailed, written list
. of school-program needs which might be filled by a paraprofessional.
" The school staff, preferably the teachers or other staft members with
whom the aide will ‘work, should. develop this list. Both the staff
‘members with whom the aide will work and the prospective aide
should agree that the aide ‘can perform the duties listed. Then—and
‘only then—the school should hire the aide. = o
" 9. Identifying characteristics' sought in aides. The character-
‘istics.sought in prospective paraprofessionals vary considerably from
school. to school and from job to job. This is ‘probably as it should.

be. However, sometimes aides are senselessly hired; little regard is
paid as to whether they can do all the job requires. =~

- The second challenge is for the creation of job ‘specifications

which detail the essential characteristics. sought in a_ prospective

" ‘aide. These prerequisites should be based on the specific duties listed

" for a particular job. Certainly they. should say something about the
required level of previous training; but also, they should say some-
thing about other ‘essential’ previous experiences -and skills for suc- .

 cessful '*péffétmanﬁéiﬁf;thé ‘identified duties. Most important of all,
they should attempt to describe the human qualities sought in a

_particular aide. Certainly all aides must enjoy working with children—u
and be able to work effectively with particular staff members; but,
for some, enjoyment in working with parents or ability to work ef-
 fectively with an instructional team is equally important.
... 8. Attracting an increased number of male aides. Today most
paraprofessionals are woren.: Our schools run the danger of becom-
' 'ing dominated by women. Not -all child ven identify. easily with
women. The virile male image also needs to. be present in the
“gchools. o RPN EE '
The third challenge is to devise ways for attracting more men to
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Serve as paraprofessionals, Some duties should be identified as duties
“that can be particularly well-performed by men, and not just men in
the disciplinarian role. Then the -school staff should institute an
- active campaign to attract men to seek out the position. . .
4. Defining the instructional role. Definition of the instruc-
- tional role has proved to be a knotty problem. In a school situation,
just where. does -instruction leave off and. noninstructional ‘work
begin? Is a playground an Instructional situation? Yes, at times it is.
Is drilling a small group of children in listening for initial consonant
~blends instruction? Yes, in a way it is. Until the instructional role
of professionals iz more clearly spelled out, there is likely to continue

. The fourth challenge is to reach some agreement on the in-
: 'stﬁn‘:tirj_’_al'mle'_fij? the professional and, in relation to that, the role
played by the paraprofessional. Tt is all well and good to say that
the paraprofessional assists in but does not assume the instructional
ole of the teacher, but that is not clear enough. Anyone who has
ever taught knows that a2 number. of -activities in instruction are
primarily routine and mechanical. They are not just the peripheral
activities—the money collecting and chalkboard erasing—but also in-
clude drilling, playing educational -games, and  reading aloud to

- children. ‘All of these instructional - activities seem important; but
“once begun, all are more or less routinely i plemented. ‘Perhaps the
- instructional role should emphasize the activities of the.professional
~ primarily as the diagnostician, the prescriber, the director, and the
~evaluator of learning for pupils, Then a clearer role might emerge
for the nonprofessional as the implementor who assists the profes-
‘sional in his.work. BER RSO THETE L e
5. Providing improved inservice education. As mentioned pre-
~ viously, ‘inservice education programs for aides and for the teachers -
‘who work with aides are generally lacking or are quite superficial.

- To derive full value from paraprofessionals, action must be taken
 to remedy this weakness, . - .o A
~_ The fifth challenge is to- provide improved inservice trajning
programs. Such programs should include an orientation program
beforé paraprofessionals stare working plus a continuing, supportive

=
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-'.-prggrarn after they have beguu their- wgﬂ: Prcigrafns shc:u]d not
only involve the aides but also the teachers with whom they work.

Sometimes these teachers might serve as ;nstrutmrs in the program
but, at times, they would be fellow participants along with aides. As

) aides beccmg rnc:re Expermnted they might help plan fc:rr l:hEll‘ -

_appgrtumnes fiji‘ aides t::: c:::mtmually develgp Ehe und&rstamﬂmﬂs
_skills, abilities, and apprematmns _, tha: wﬂl_hglp them fum:f;mr; Ei}
fectively on. the job. - - : ' SR : :

6. Assuring mmpstgnae amang azdssi Mgst state educatxgn .

_agencies do not.presently: f:f:rtify parapmfessmnals -for ‘their work.

'Hawever, pusmve steps must be tsken now by lt:n:al s:‘;hfml staffs to

 work out as plagnedi | | | :
The sixth challenge, then, is to Estabhsh criteria and prf;cedures

for Evaluatlng the wark a;dés do. Has pupil attendance improved?

‘Are -differences ru:tted in pupil classroom ‘behavior? Have pupil at-

~titudes Ehanged toward themselves? toward Iearmng? toward the
- school? Have changes Gr:curred in pupﬂ ‘academic ac‘hxzvement?f
N These are just a few questions a school staff might ask in the attempt
- to evaluate and make chang&s in a 5chc:u:rl prﬂgram ut11121 ng para?r

Prgfe mﬁals._ R

e 7. Rstamzﬂg .suc:ressful ﬂzdgs. In the near futtire, the rnc:rg'
_ ,suf:cessful aldes wﬂl be *‘:ttracted tc: the schgals wher& mey ::an bE_

~ can be mt‘:sl; Enarlclally secure, WhEI’E they feel th Ey are needed ‘most,
where they feel they 'stand the best. chance of dmng theu- best and'

where they feel their best efforts are appreclar_ed

The seventh and ﬁnal challenge is to f:reaté schgcﬂ warkmg'

'ta stay Certamly full a«:ceptﬁnc& crf an alde by all as an 1rnp¢:;rtant _
staff member is c.ru::zal (}ppﬂrtumty to.receive raises in salary as
'experienﬂe increases is alsa essential. Almcjsr. as irnpmtant for retain-
ing suu;essful aldf;g are other work conditions: opportunity to par- = -

tlElpatE in Sthﬂcﬂ msurance and pensu:ri 1::131‘15i avallablhty gE 51::1:.




o

76 USE OF PARAPROFESSIONALS IN TEACHING READING

aides as people, and many others. Successful aides will want to stay

on the school staff which offers them the best working conditions.
Conclusion

Almost every teacher and reading specialist will soon be touched
—if he has not already—in some way by one of the newest members

of the educational family: the paraprofessional. Many teachers and

reading specialists 'will have the opportunity to work with an aide.

As educators concerned with children first and with children learn-
ing to read second, each teacher and reading specialist must meet

the challenges to reading presented by the use of paraprofessionals

and must contribute his best to the solutions,
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URBAN CLASSROOM APPLICATIONS

Beginning Readers for Speakers: of
. Dlvergent Dialects

Joan C. BARATZ
Center for Applied Linguistics

TEACHING CHILDREN to read, write, and cipher has been the chief goal
of public school education since it was begun in this country.

It is becoming increasingly more evident that our schools, espe-
cially our urban ghetto schools, are failing miserably in t.hezr attempt
to produce a literate student body. With the increasing frustration
E;if these g hetto yn::ut‘ls and thg m:r&asmg demaﬁds ft:ar hlghly tramed

The que;r.tmn, i:hf:n is why are we suddenly mnable to educate
these children? The first and most obvious response is that we have
not suddenly failed to educate these children; if anything, we have
suddenly become interested in educating them. The expansion of
the concept “education for all” to include large portions of the black "
community is a relatively new phﬁ-ﬁtzmgﬁﬂn And it is just recently
~that we are rr;alzzmg our dismal failure in our initial atte:npts at

universal education in the United States.
~ But why is it that in our efforts to expand education t::: a Iargtzr
ector of the Negro commuinity we have failed?

One immediate answer, an- answer quite often artlculated by
the black militants who want cﬂmmuﬁlty o::r:nntrc':l’ of their nelghbt::r- '
~hood schools is Slmplf_‘— WhIZEY doesn’t want to educate us.” This

response fits nicely into the ﬂppressmn model of bchavior; the solu-
‘tion to oppression is to remove it—i.e., black power, community con-
trol of schools—but it is not sufﬁcléﬁt. Pc:;htu:al sglunc;ns are not
educational solutions. _ _ - - o e
~ The answer is not so sxmple. Maﬁy 1 'hﬂ;F teachers do not gc: into
the schools hating and fearing Negroes, nor do they go in deter-
mined to mark t;mg in. th: classroom so as to keep the blaf:k chlld
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ignorant. Quite then the white teachers are more accepting of the
black, slum children than are the black teachers who sometimes
view these children as i:’[‘l”"tﬁl’}’ stﬁpid nasty, and a ""bad reﬁectign

not inordinately higher than that of the wh;te_::each:zrs, (leltants
may wish to argue that the black teacher is a victim of the system, or
that the white power structure prevents her from doing her job, but
ve shall save that debate for another time.)

The white or black teacher,. regardless of his attitudes towarc
the children, goes into the classroom to ply Ler trade. When she
first enters the classroom, she intends to teach these children in the

best way she knf::ws hawi HEI‘ELI’L l;es thg prﬂhlem the best way

'I‘ha tEaChEI' does as gq:c::d a ng as she knﬁws how to d(::r 5he
works with curricula and materials which she knows work with other
ch;lé‘i‘en and she watches them  fail 'in her classroom. Given this
s:ttuauﬁn she has several alternatives: 1) to deny they are actually
failing (thus, Miss Bowen's Teacher Inventory indicates that her
students are at grade level at the end of second grade and then the
following fall Miss Smith finds this is not the case at all); 2) to as-
. sume that the children are innately uneducable because the tried
and true methods haven’t worked; 8) to assume that the children
can’'t learn because of theif alleged pernicious home environments; .
or 4) to assume there is something wrong with her method and ma-
terials that interferes with the ghetto. child’s learning to read.

Only alternatives three and four allow for relevant discussion
in terms of creating a reading program that will allow ghetto -
. youngsters to learn to reac:l Alternative three postulates some kind
of pathology in the home environmeent which then interferes with
the teacher’s attempts to educate the yﬂungster.,t‘:}ne of the alleged
_pr:::bl:.ms of the home f‘requently referred to concerns the child’s

achieving the proper attitude toward school that will allow him to
‘be ‘successful. A great deal of the literature. deals with motivation
qfit relates to the child’s attitudes toward school and the mother =
pafuclpatlgn in the child’s school E}iperlences. Qver and over we
find-attestations that the child is told simply to ‘mind the teacher

(rather than to go to school: and learn because learnmg is fun and
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E}E{:itiflg—aﬁ atr‘;itude which many educat::irs seem to thinlf; is relevaﬁt

for their ;hlldrﬁﬁ; these same mothers do not part.;gpat.e in EIA. an{i
other school related activities; and thus educators see the mothers
~as insincere in their goals for their children. Since books are not
- prevalent around the ghetto home and most members of the ghetto
. community are not library habitués, many educators assume, ergo,
these children are not lnEETEStEd or properly motivated to learn to
read! Of course, there is no research to substantiate these 355111111}
tions on the part or educators. '

I have yet to meet the first or ser::ajﬁd grader who was not sin-
~ cerely interested in gaining his teacher’s approval. Nor have I met
the primary school child who has recognized that reading has no

relationship to his life-style and therefore rejects efforts to teach him
readiﬁg skllls What the chllch‘en may I‘EJEEI: is what the t:urrent

vary dlffEI‘EIll‘; fr::xm re_jecnng readlng Per se. Ejr denymg the 1Eg1t-
imacy of the child’s linguistic system, the school currently teaches
~him that his language and, therefore, he, himself, is no good, in-
ferior, and not behaving in the way a good big boy is supposed to
behave. That concept is what the child rEJEt:tsl o

The crux of the reading problems in ghettc: school lies in
alternative four—T here is something wrong with the present method
and materials, We do not have reading failure in the classic sense.
Wiener and Cromer in their article in the Harvard Educational

Review discussed at some length the difference between a reading
problem and a language problem. They stress:.! the need to deter-

mine the I‘EIEtIQ’ﬂShIP ‘between language - differences and reading

pr:::blerns since - fa;lure to be E};pllf;lt abgut the TEIEELGnShIP be-

leads to arnblguztles as to wil ether a partmular cl fEc:ulty is a readmg :
p:cbifzrn, language problem, or both. ,

', The questmn thf:n ETISES as to 1 ’hat the language d;EErem:Es in

Vﬁnces Play 111 the acqulsltxﬂn f:nf rﬁadlng 51:.1115 The purpcise QE the
p’n:sent paper is to demonstrate that the chale;:t nf Heth: mjnstan-
dard c.h;lclren is suﬂiclt:ntly ﬂlVEngl’Tlt ﬁ't::m stundard Enghsh SO as
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to cause difficulty for children who are attempting to learn to read
in a dialect which is not similar to the dialect that they speak. Thus,
the reading failure results from what Labov has described as “the
ignorance of standard English rules” on the part of the potential
readers on the one hand, and “the ignorance of nonstandard English
rules on the part of teachers and text writers” on the other hand.

I would first like to illustrate how some of the current reading
materials for beginning instruction come into conflict with the rules
of the system that the ghetto child uses. A typical beginning reading
approach involves many hours spent in auditory discrimination or -
phonics, where the child is supposed to be able to make the distinc-
tion between the various sounds that occur in the language he is
learning to read. Many a phonics book spends tince having the child
learn the difference between /i / and /e/, a distinction which is not
present in the speech of Negro nonstandard speakers when the /i/
or /e/ precedes a nasal sound as in /pin/, which in nonstandard
could mean either an instrument with a sharp point that one uses
to hem up a dress or an instrument with a sI*arp point that one uses
to write with. Similarly, a good deal of time 1s spent in phonics books
identifying initial, medial, .4 final sounds; some of these sounds do
not occur in nonstandard final position; for example, the /d/ in
hand is not present in nonstandard /han /. These are just a few ex-
amples which illustrate the .difference between the phonics book
and the reality of the child.

However, more prominent differences begin to occur when the
child is past initial word recognition and begins to deal with the
language of the primer. Here the diffzrences in syntax between the
child and the printed page creat. great problems. Among - the
prominent syntactic differences are the following: 1) The absence
of the copula in the child’s speech; thus, we get “Leroy big” while
the primer states “Leroy is big."” Actually the primer would prob- -
ably say Susie, or Bobby or some other name that is very infrequent
in the black community. 2) The absence of ¢ marker of third person
singular; thus we get “Henry see Spot” for “Henry sees Spot.” 8) A
difference in verb agreement so that the child says, “She have a
dog” while the primer is likely to say “She kas a dog.” 4) A different -
rule for the indefinite article, so the-child says, “I got a apple,” and
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the primer is likely to say, “I have an apple.” This is just a small
list of the many differences that exist. Of course, there are also some
structures that are frequent in the child’s laﬁguage that do not ap-
pear in standard English—the be form as in ke be busy—and thus
a familiar construction such as this never is presented to the child in
his initial attempts at deciphering the printed code.

Because of these differences between the child’s system and that
of the printed page, it is the contention of this paper that beginning
reading materials must be presented in the child’s system. First, he
must be taught to read, and then he can be taught to read standard
English, Shuy has discussed three general principles concerning
beginning readers for dialect speakers.

1. The grammatical choices should not provide extraneous data . . . the

text should help the child by avoiding grammatical forms which are not
realized by him in his spoken language.

2. The grammatical choices should provide adequate data. Tn the case
of beginning reading materials for nonstandard speakers, grammatical
forms which occur in nonstandard but not in standard should be inserted
where they appear natural (the be in “All the time he be happy,” and
the o in, “Make him to do it,” for Examplﬁ)

5. The gi'amfnatn;al choices. should provide sequentially relevant data.
In the case of beginning reading materials for nonstandard speakers,
syntactic constructions such as adverbial phrasgs should be reduied to
their derivative nominalized forms where it is natural to do so in the
dialect (the as a janitor in the sentence, “Samuel’s brother is working as

a janitor,” for example [would b j reduced to ‘“Samuel brother, he a
janitor.”). : '
But where is the ev 'de nce that linguistic interference is the *';u:tc:r

that is PfEVEﬂtlﬂg these children from learing to read? First, I would
like to present the ,Ei::retlcal basis. In 1953, the UNEsco report re-

garding the role of language in education stated that: “It is axiomatic

‘that the best medium for teaching a child is his mother tongue.

Psychologically, it is the system of meaningful signs that in his-mind

works autt:rmatlcally for expression and understanding,. Sociologically, -

it is a means of identification among the members of the community
to which he belongs, Educationally, he learns more quickly through

it thaﬁ thrﬁu gh an unfamiliar medlum.r Since 1958, studies em-
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ploying the recommendations of the unesco report have clearly il-
lustrated the impertance of considering the vernacular in teaching
reading in the national tongue. This finding has not only been
demonstrated when the national tongue and the mother tongue were
two diff: ret languages but has also been shown in regard to literacy
in a dialect that is different from the one that the child speaks. (See
the W(Z!I‘li r;h::ne in Sweden by 'I'i::re (}sterberg) I submn: that the

lltera::y prc:blt:ms of Incha; Afr;::a, Swedc—;n_, and Pl;é‘l‘ts‘:i Rico.

Linguistic interference is clearly here; I will present two ex-
amples of it, one anecdotal and the other research data. The first
has to do with my two children, Jennifer, age 4, and Sharon, age 3,
who were playing with Ollie, a 10-year-old Negro nonstandard
speaker frrm Washington, D.C. The girls were putting on plays that
Ollie was directing. They had “sold” tickets and my husband and I
were the audicnce for a performance of Jack and Jill. Jennifer was
Jill; Sharon was Jack; and Ollie was the producer, director, and
narrator. As C}IIIE intoned “Jack and Jill went up the hill to fetch a
pail of water,’ _]ennlfer and Sharon proceded up the hallw ray with
an Easter basket serving as their pail. “jac:k fell down and broke his
crown”—with that line “Jack™ did a somersault and then picked
up the Easter basket, removed a large PI'ES!:hiBQI crayon and broke
it in half—*and Jill came tumbling after.” The interference here is
obvious—to Ollie, crown and crayon were hamaphan&s, and crayon
~was the word that was more frequent in his vocabulary so he pfé-
sumed it was the word in the nursery rhyme. Nursery rhymes aren’t
suppased to make too much sense anyway! .
The second example of interference involves a research study
n which black third grade students were asked to repeat exactly
h t they heard on a tape when sentences in standard and Negro
~ nonstandard English,,were presented to them. When the child heard
a sentence such as I don’t know if I can go to the movies, he re-
spfznded in monstandard I don’t know can I go to the movies; how:
ever, when presented the nonstandard sentence That girl she don’t
' _have no clothes to wear, the child respondeéd with That girl she
don’t have no clm}zgs to wear. On the other. hsnd white, standard

English spaaklng children when presented wn:.h the: sam:: task per-

- in
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f{ai‘meﬂ ﬂ’lE same ws?, but instead -DE traﬁslating the staﬁdai’d intr}

in I‘ESPD 15e tD ,I dt:m t kﬁczw can I go, the W‘h’te g:hlld respgnded thh
I don’t know if I can go. Clearly, the child’s own systemn was com-
peting with the “foreign” system that was being presented.

But one might ask, why doesn’t more of that interference show
up on oral reading PEI‘EEII‘IT!EHEE? Probably the most obvious answer
~ is that in order to test a child in oral reading he has to have attained
a reading proficiency which precludes many of the children we are
-talking about—the nonreaders. Or, “one has to test a child who by
the third grade has finally attained some proficiency with primer
material. The best way to determine the extent of the interference
factor is to teach the child to read 1n1tlally in his dialect.

The work of the Craft prc,ge;:t in New York clearly indicated
that by the third grade, the time when the grammar in the texts
really begins to be complex, c:hﬂdren who were presented initial
reading materials in the experience chart manner—i.e,, the child’s
own language and grammatical system—were siguificantly better read-
ers than the children who had been given the basal readers.

Because of the divergence between the standard basal readers
~and the child’s language, dialect-based texts should be used.as the
first readers for Negﬁj nonstandard speakers. These texts should
represent the grammar of the child. The grthagraphy of these texts
should be in standard English Qrthﬂg‘“raphy, ince standard English
orthography fits equally. w&ll (IDI’ Equally pgnrly) standard or N egro
nonstandard speech.

The use of dlaIEQt-based texts allows the ::hxld to learn to read
Qmethlng with which he is already familiar. In addition, the ad-
ntage of the dialect text over the experience c:hafl;. or as the next

lﬂm d [#]

rely upon the teacher’s knowledge of the dialect (which .is necessary
or else she is liable to “fill in” én the expenenf:e ;:hart—l e., she
- hears Jr:rhn ‘he run after Mary” as “John runs after- Mary”); and
8) transition texts may be provided that mave ﬁcrﬂ nonstandard
English into standard Enghsh so that thE child may learn the rules

as he pl‘DEEEdS

te p is that 1) vocabulary can be controlled; 2) one doesn’t have to



Teaching Beginning Reading to Disadvantaged
Children from Pictures Children Draw

PENNY PLATT
Washington, D.C., Public Schools

THIS IS THE STORY of an experiment which was undertaken to improve
the reading perfgfmant;é of children in the ghetto schools of the
District of Columbia during the years 1966 to 1969.

The expéeriment was somewhat unusual in that it was initiated
by an art teacher rather than a reading teacher. It was started because
the art teacher could not understand why lower grade ghetto chil-
dren, who drew as easily and as well as the lower grade children in
the fancy middle-class schools, had so much more difficulty in learn-
ing how to read. Drawing at this level required the ability to or-
ganize thought in. a logical and orderly manner; the same skill that
is necessary for reading or, as a minimum, for reading rcadiness.
" Therefore, theoretically, one child who indicated reading readiness
by demonstrating an advanced concept in drawing should have been
able to read at approximately the same time as another demonstrat-
ing the very sameé concepts in his drawings. Yet, something was
blocking the development of such reading readiness in the ghetto
child. How could it be overcome? o S
~ To understand the relationship between children’s art and
‘veading readiness, which first pointed up the problem, it is necessary
to review briefly the stages in the development of children’s drawing.

Stages of Development in Children’s Art: Scribbles to Symbgls

- From the age of two on, a child starts to scribble. Séribbling is ..

‘o more than a muscular exercise until-the moment when the child
learns that he can control his scribbles. But sometime after that, his
picture will suddenly appear like a confetti of geometric shapes end-
1essly repeated all over the paper. This ability to repeat a shape gives

84
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the child the sense of mastering a sityation and conttibutes jm.
measurably to 5 feeling of Personal power., Later, the chijld will as-
- semble thege geometric cir-les, rectangles, and squares intc - ag-
gregates of recognizable forms, To the circle, which Is now the sun,
the child adds rays. T}e sun, in turn, wjijj be transformed into a Face,
and the Tays to feet and thep into arms, and an identifiable person
will emerge, By using simi]ar combinations, the child will arrive at
Plants and objects unyi] €ventually the child wi]] establish fixed pat-
terns for each concept. Early in this symbolic Stage, the child starts
t0-name his symbols, Thjs Is the first indicatiop to the adult that
the child understands there is relationship between his marks on
& surface and hjs thoughts, o S

At this stage of coriceptualization, however, these drawn objects
float on the Paper, unrelated spatially to one another. A tree may be
drawn above 1 PErson; a car may he upside down with the steering
wheel outside of it, 1n themselves the concepts are complete, but

readiness. In this Stage, the child discoyers he is part of the external
world, and he establishes symbos Lo represent it, He starts his pic-
tures with horizontal blye sky above and » borizontal ground
across the bottom of the page (or_he uses the lower edge of the

Paper to indicate the ground). On jt stand people, Plants, animals,

the oblique line of the roof is now 1 ground line fop the chimney; -
The age at which the child arrives at the skylinegroundline
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relationships before the child shows evidence of seeing relationships

s
in his drawn images is wasting her time and may also threaten the

child’s self{ﬂnﬁdence!

smiocedures

Initially, the art teacher attempted to bridge the gap between
drawing and reading readiness - by using an experience approach.
This effort consisted of a painting experience, with children dictat-
ing their stories followed by a readback. This technique was useful
as a remedial technique but did not build an initial core vocabulary.

A slightly better result was achieved when the children were
shifted from paint to crayons, and the dictated story was reduced to
a single sentence written directly on the bottom of the child’s paper.
By shifting to crayons; a simpler and more controllable medium, the
imagery and ideas on the pictures increased; but there was still no
development ¢f an initial sight vocabulary.

The Picture-Word Técb;ﬁqﬁe f;f the Experiment

Dramatic results were obtained, however, when single words
were written directly on the child’s crayon drawing, as close as
~possible to the object which the chil '
named. For example, the child was told, “Here is your picture for
“tree,” and the word “tree” was written as_closely as possible to the .
- child’s image of a tree. The children greedily requested more and
~more words, and words were given for each drawn object requested).
Not only did the children read. the words back, but they also drew
the words or “word pictures” as they called them. . |
- By juxtaposing the words directly on the picture only one new

d had not only drawn but
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‘Esult the children prEdHEEd ward pu:tures as eﬁgrtlesslv as Grdxs
ary drawings. What had started as imitation became assimilation
E er three or four I‘E]:!Etltiﬂris For the children this was the moment

U m

of insight, the grasping point. As in the Kohler experiment in The
Me ntalzt'y of Apes, it was the moment when the ape in the cage
uddenly discovers that the stick, whose purpose he had not ﬂﬁdEf—
ood until that moment, can be vsed outside the cage to move the
bariana to.a p@int-where he can seize it With his hand

IM\

dra‘ws an ijEt:tﬁ the teaﬁher can bE sure EhE Chﬂd perssi:iﬁally under—
stands its use, its function, its name, and its reason for existing.
The word is comprehended and relevant to the child’s life stylei
the only thing he doesn’t know about it is how it looks as a word.

‘I‘h& Pictﬂfe—Ward ?gcabulary

The same words were constantly requested: sun, sky tree, grass,

hcmse and blrd ‘This repeutmn was I‘lElthEl‘ a surpnse to the art

mental features regulaﬂy appear wzth absalute predn:tabﬂ;t}r on,
the majority of drawings and paintings in the lower grades.
- These predictables appear regardless of the socioeconomic back-

grz::und Df L‘hE child and regarr:‘.less c:f i‘:iﬂﬂl‘, cﬂuntry, or culture. ThE

the sky is alwa}fs blue, the sun alwa‘ys yEllgw he grass an uﬂde‘\flat-
ing green; ‘apples are always red; and all people stand in frozen
- positions, These stereatypes have instant meaning for the c:hlld and

if the word is presented next to the p.u:ture, it also ac:qmres instant
meaning. IS : |

Iiéscfiﬁﬁgﬁ of the Platt i’fépﬁmérs

x J}Icr commercial ‘preprimers were available using this initial
voc ahulary A::cgrclmgl'y; 50 handmade primers were made by
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the art teacher so that an organized reading experiment for 100
children could be started which would use these words. Children'’s
illustrations were used for the illustrations which cut pictizre mter—
pretation time down to zero.

The Platt preprimer vocabulary starts out usmg words exclu-
sively from the child’s picture and color schema, i.e., blue sky, yel-
low sun, green grass, and red apples. Gradually, additional vocab-
ulary denvgd from th& Dﬂh:h list is mtrﬁduced w;.th pref&rem:&
tr:tal %ﬁiabulary of 250 wc}rds all the vgcabulary requu‘ed to plug
into the first readers af the four major basal readmg programs,

Results

In thE tést s:r:hc:n::l whic’h is lt:n:::itéd irj the hzart Df a IQW-iﬂEC}lTlE

to kindergarten. Readiness consisted of several weeks of drawing at’
the seat and at the blackboard, by which time the children had
become strongly word-oriented and reading-motivated.

And, reading performance showed statistically &gmﬁcant im-
provement. By the end of March 1969, all the children who had
started in the prograin in September 1968 were beginning the Ginn
or She lon basal first readers; and it is expected that before the close
of school this June, the children will have completed at least two
other parallel first readers being used in the test school, It should
be noted that the test schuol is one in which 20 percent of the chil-

time was greatly reduced even for some t:hﬂdren whg had not be&n

" dren in the control group (the rest of the school) were still in reading
- readiness as of the end of March 1969, and reading disabilities were
Tunning as high as 30 percent. It should also be noted that no

‘teacher’s- manuals were then available for the preprimers and that
~the materials were as new to. the teachers as to I:he students

TyT.aEs Qf Tests ﬁs&d

At ths time th:ls paper was preparecl no standardlzed tests had
been administered. However, the children successfully attat‘:ked the
f@llgwmg tests déﬂgﬁéd by the r:lassn::gm teachers: :
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1. The child is given a paragraph to read and afterwards
answers yes and no questions about the paragraph.
2. The child reads a paragraph and then draws, in an allotted
space, what the paragraph has asked him to draw.
3. The child is asked to £ll in blanks within a paragraph.

No difficulties are therefore expected with the auditory and
visual discrimination skills tested for in the standardized test.

Implications for Readiness

The inculcation of the understanding that the word was itself
only a picture accounted for much of the program’'s success. This
was a ‘technique which was discovered when the traditional art
teacher taboos against writing on a child’s picture had been broken.

Readiness time was cut to a minimum when the raw material
of the child’s personal pictures, wherein he creates his own world,
were E:-;plmted Traditmnal readmess methnds have not warked well
warked have cc:nsumed an ﬁﬁeislve amount I}f time.

In this experiment, by letting the child use his habitual x:lues
the learning task becomes easier since the child knows in advance
the concepts he will read about before facing the reading task.

In the Platt preprimers, the yaung reader sees the picture of
an appic ‘thinks “apple,” and reads “apple.” However, in most of

the existing basal readers the young reader sees a picture of a wagan

" and thinks “wagon”’; but. instead of being given the word ‘““wagon”

to read, he is given words such as “ride” or “look.”

ImPhr_atmns fm: F.eadmg Perfarmance

The earliest readmg attempts in- thls pmgram are assm:iated

' prceSEntEd in cﬁmfartable bu;eazed unlts sut:t:tzssful r&admg is i;he

result. S ;
Incxdeﬂtally, thes& pr&pnm&rs are x:gmpletely mllltl-Ethﬂlt‘;, since
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young children do not color in faces. The coloring of faces is a much
later pictorial development because it requires considerable sophis-
tication to accept an overlapping of shapes; the situation which exists
if faces are to be colored in. | |

Implications for Creative Writing Performance

‘The oral language the child uses to tc!l about his picture is the
language used in the experimental readers. The creative writing of
the children in this program was filled with beautiful imagery, even
when all a child did was to itemize the elements within his picture,
Existing traditional early-reading materials usé a conversational
style which is not adaptable to the kind of vocabulary a child needs
for creative metaphorical writing, ' ' |

Conclusions

When a word is presented as a picture form, or as a linear
picture, there is an easy transition from drawing to writing and
reading, - ' | |
‘The institution of the program resulted in measurable success
in improvement of the disadvantaged child’s reading performance.

This program requires no special hardware and no teacher
retraining. It should also reduce the need for expensive remedial
reading programs in the future. | I

A pilot program using a larger sample was planned for the fall
of 1969 in the District of Columbia schools.
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Working with the Urban Disadvantaged:
Beginning Reading Project
MiriaM L. GOLDBERG
and

Marion S. TAYLOR
Columbia University

THE BEGINNING READING PROJECT entered the first year of operations
in New York City public schools with kindergarten level pupils in
September 1966. The intent of the project was to examine the ef-
fects of various approaches to the teaching of beginning reading to
disadvantaged children. ;

Research was designed to allow for the simultaneous examina-
tion of the effects of 1) early (kindergarten), normal (grade one) and
late (grade two) introduction of formal reading instruction; 2) com-
pensatory perceptual, language, and concept development programs
of one, two, or three years' duration; 3) the meaningfulness of the

" content, from meaning related to the life of the child (pupil gen-

erated or prewritten) through meaning not necessarily related to the
child’s life or experience, to not necessarily any meaning at all; and
'4) the regularity of the phoneme-grapheme relationship in the lan-
guage code used—from normal, regular, or irregular English spell-
ings, through the use of regular spellings only in traditional orthog-

raphy, to the use of a regularized alphabet such as i.t.a.

~ Issues to Be Examine by the Project

Three major methodological questions were raised related to
time of beginning, content relevance, and the sound-spelling re-

Jationship. In addition, a series of questions were raised dealing
with some of the underlying variables related to success in reading.
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Major Questions

1. Does the point at which formal reading instruction is introduced
have any effect on later reading achievement} '

“a. Would varying points of intreducing formal reading have dif-
ferent effects on pupils who had and those who had not had previous
compensatory programas to develop perceptual, language, and conceptual
abilities? . =
(1) Would such compensatory programs be more or less eflective if
provided at the nursery, kindergarten, or first grade levels?

(2) Would the cumulative effects of two or three years of com-
pensatory experiences, without formal reading, be more effective than a
single year at any of the three levels?

b. Would the introduction of formal beginning reading at kinder-
garten and grades one or two show differential results at the end of

(1) Would such results vary with ‘the amount of compensatory
learning that the child had had prior to beginning reading?

2. To what extent does the meaningfulness of the content through,
which reading is taught affect pupil achievement? |

. What would be the relative effectiveness of an approach based |
entirely (in its initial stages) on decoding, with little or no.attention paid
to the meaning of the material used, and one which emphasized the
meaning of the material and moved from experience to decoding?

b. Would content derived from the Pupil’s experience (either pupil
generated or included in textbooks) show better results than content not
particularly related to pupil cxperience?

¢. Would reading comprehension (as against word recognition or
decoding) be differentially effected by meaningful and nonmeaningful
-material? -

§. To what extent does regularizing the sound-spelling relationship
in the English language facilitate learning to read;?

a. Would a reading program which, in its initial stages, utilizes
only the regular aspects of the English language be more effective than
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variant grapheme-phoneme relationship as in i.t.a. prove more effective
than the use of standard orthography?

(1) Even if initial learning in an i.t.a. program is greater, would
transfer to standard orthography confront the pupils with problems
which would erase the advantages of initial success?

(2) To what extent would thc early success (if achieved) be re-
flected in more extensive reading, even if early advantages in decoding
or comprehenion were not maintained? -

Additional Questions Related to Underlying Variables

4. What is the relationship between the child’s perceptual, lan-
guage, and conceptual development and his success in reading under the

several approaches suggested?

a. Which of the perceptual abilities (visual, auditory, tactile) ap-
pears to be most crucial in learning to read (decode)?

b. Are deficits in some arveas compensated for by strengths in others?
Are some deficits more readily overcome than others? i

c. Is the pupil's language ability (vocabulary and syntactical struc-
ture) related to success in beginning reading? Is there a minimum level
of language facility essential to success in reading?

‘d. Does the pupil's specch (dialect, foreign language accent) inter-
fere with auditory discrimination of standard English speech and with
learning to read (decode)?

e. Is any one approach to teaching reading more eflective for pupils
who show specific patterns of difficulty?

Structure of the Project

The project is longitudinal in nature; it follows a large sample

of pupils from kindergarten through third grade. The majority of
pupils can be characterized as disadvantaged, attending schools either
~within slum and ghetto areas of New York City or on the peripheries
of such areas. The initial sample (at the kindergarten level) included
approximately 7,000 pupils in some 300 classes. Normal mobility
and attrition of classes or whole schools have brought the sample
down to some 8,500 pupils in 126 classes at the end of second grade.
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Kindergarten Phase

1. The 300 kindergarten classes were unequally divided into
nine treatment categories. About one-third of the classes rem ained
in regular Lmdergar:en programs. Another third was involved in a
structured program which stressed percEptual Ianguage, and con-
cept development (pLc). The remaining classes were divided among

seven reading programs:

a. Basal reader (in traditional orthography with materials
relevant to an urban, multi-ethnic population). |

b. Languaﬁﬁ experience—where children created their r reading

materials from their experiences.

¢. Basal reader in i.t.a. (same as in b).

d. Basal reader in i.t.a. with material devised from life situa-
tions generally f:::reign to the children in the project.

~e. DBasal reader in i.ta. with material of general children’s in-
terest: animals, space, family, etc.

f. Linguistic materials with an emphasis on decoding and no
Emphas;s on meaning of any kind.

g Linguistic materials dealing with meaningful (though not

necessarily relevant) content,

2. The first semester of the kindergarten year was devoted to
tralnmg the teachers in their specific approaches. The teachers of th
“regular” classes attended a series of lecture-discu ssic:xns dealing with
interpersonal and learning problems in their classes. The actual in-
terventions were introduced in February of the klndergar:en year.
. 3. All children were tested on a group reading prognostic bat-
tery, both at the bégmm ng and at the end of the kindergarten inter-
-vention period (February and June). In addition, a sample of some
1,500 children received individual tests representing an upward or
downward extension of the group test material, as indicated by their

group test perfcarmance,

Ly}

First Grade Phase
1. All children who had begur- formal reading instruction in
kindergarten continued in thclr Tespective prﬁgrams in grade one.
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CIE the children who were in the regular (1p) and the PLC classes in
dE rgarten, most went into one or another of the reading pro-

ms; but some 16 pLC classes and another 16 ir classes went into
an adva‘n:ed PLC program. For most of these children, formal read-
ing instruction was delayed until February or March of their first
grade year. At that time, these classes entered one of four reading

programs:

a. Basal reader in traditional orthography dealing with relevant
material. :

b. Language f’;xperienced fcupled with individualized reading.
c. The i.t:a. series with materials of general pupil interest.

d. Linguistic séries with meaningful coritent.

2. All first grade teachers received their initial training by the
project the semester preceding their active involvement. in the pro-
gram and continued to receive additional training during the course
of the year.

3. All children were tested on a battery of group and individual

reading tests at the end of grade one. The tests were tailored to the
specific decoding skills, content, and vocabulary of each of the several
~ reading programs. The tests were designed to tap decoding skills,
 word recognition, and several aspects of comprehension, mcludmﬁ*
general content, main idea, and sequencmg Each skill was assessed

through a separate test.

Second Grade Phase..—

The second grade represents the final year of project interven-
tion in the sch-:iglsi |

1. During this year, all pupils continued in the reading pro-
grams (or their logical extensions) begun earlier. o
2. As before, second grade teachers were initially trained dur-
" ing the semester preceding their active involvement in- the
- program and received additional training during their year
of participation.
8. At the end of grade two, all ihlldrgn are initially tested on

a common battery of tests composed of material drawn from
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the several programs. On the basis of their performance on
this battery, pupils will either be given a higher level, a
more generalized test, or simpler materials more closely
related to their own programs.

Third Grade Phase |

For third grade, schools will make all decisions regarding place-
ment and program for the pupils. The project will enter only at the
end of the year to administer a series of assessment instruments.

Description of Programs

1. The Perception, Language, and Concept Development Pro-
gram (pLc). The PLC program was devised by the project staff as a
compensatory program, intended to increase the pupils’ functioning
dlong these three dimensions. It was developed on the basis of two
assumptions: 1) that disadvantaged children generally perform less
well in these areas than do more advantaged children of the same
age and 2) that the development of these abilities up to some stan-
dard of competence is essential for the mastery of.reading. The pro-
gram emphasized such content as the awareness of the body in space,
visual discrimination with emphasis on left-to-right progression, and
practice in making fine discrimination among various symbols;
auditory perception skills including practice in rhyming and knowl-
edge of beginning sounds; language skills involving sentence pat-
terning, learning to respond in full statements, and vocabulary build-
ing. Intensive practice was included on concepts of shape and size,
of time and place, and various relational coucepts (same-different,
in-out, up-down). Literature appreciation skills were also stressed.
No one set of published materials was used. Instead, a variety of
materials was provided along with structured daily lesson plans
and weekly checkouts. The lesson plans detailed procedures and
materials to be used and followed in a sequential pattern.

2. Three i.t.a. programs. The Initial Teaching Alphabet (i.t.a.)
was used with three different methods: | |

- a. The Early to Read series (17) employs an eclectic approach
and stresses all of the components of a language arts program: read-
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ing, Iiétening, writing, and speaking. Development of experience
charts and writing exercises are included in the self-expression pro-
gram. The content of this series was considered to be generally in-
teresting to children but neither related or unrelated to the ex-
periential background of urban disadvantaged youngsters. At the
very outset of formal reading instruction, em phams is given to learn-
ing the phoneme-grapheme correspondences in i.t.a. According to
the authors, the 44 symbols with an almost consistent sound-symbol
correspondence reduce the need for repf:ntmns and tight vocabulary

control.
b In Qrder to PI'CiVldE for hlghl‘y ﬂrban ::Jnented. rnattnﬂs

111!1:1 i.t.a. This pmgram fc:llgws the tradltmnal ‘basal mﬁthﬁdﬁlngy=

a. sight approach.

c. For the material not related to the experiences of urban
children, the Downing Readers (7), published in England, were
used. These books resemble in content and illustrations the typical
“Dick and Jane” type reader. Since the teacher manuals are not so
detailed in instructional procedures as are those of the other two
sets of books, techniques for the use of the books were presented at
the training sessions. '

3 Two lmguzstzc pr agmms The Imgulstlc pmgram was c:hgsan

The two apPrGaChES Allen and Fnes attempt to slrnphfy the de—.
coding process at the beginning stages of learning to read,

a. The Fries program used the Merrill Linguistic Readers (9).
The names af i,:he 15::&:5 c':f the alphabet are taught thhaut relatmg
pmgrarn* the use of the spellmg pattf:rn appmat:h and minimum
contrast in the introduction of new pattern words, No picture clues
are provided in the texts because pictures furnish clues to meanings
of words which enable pupils to guess at words rather than read
them. Cﬂfﬂpfehensiéﬁ skills are taught alt:iﬂg with decgding

who w;vished to assist l;hElI' Ehﬂdfﬁﬂ in prerﬁadmg ana begmnmg
reading skills. This program was adapted for classroom use in the
training sessions conducted for teachers. The Allen program differs
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from the Fries program in that youngsters are taught the sound-
symbol relationship of the letters. Picture-object cards reinforce and
aid pupils in recalling the initial sounds of the letters. Anagrams and
word games assist in mastering the rhyming patterns. Nonsense
words are introduced as well as numbers which serve as mnemonic
aids for sound-symbol recognition of vowels. The pupils and teachers
participate in story reading with tlie pupils’ reading lines including
only word patterns which have been taught. Since comprehension
skills are not stressed in the beginning stages, this approach is less
concerned with “meaning’ than the Fries-Merrill approach.

4. The language experience approach. The language experience
approach (later combined with individualized reading) was enhanced
by the use of audiovisual equipment and materials for the recording
of the experiences of the pupils. Essentially, the reading materials
consisted of stories, based on individual and/or group experiences,
which the children dicated to the teachers. The pupils developed
a sight vocabulary from reading and rereading the stories composed
by the class and/or by individual pupils, -

5. Basal reader with relevant content. A recently developed
multimedia basal scries known as the Chandler-Language Experience
Readers (identical to the ones used in the i.t.a. program described in
2b) was used in a small number of classes. The series includes multi-
ethnic photographs and is cast in an urban environment. Boys play
important roles in many of the stories. |

Additions and Mﬁ_’diﬁfaiiﬂﬁs in First Grade Programs

The ErE Program

‘The Edison Response Environment approach (ERE) was added
to the other programs in grade one. Pupils in two classes at one
school received 10 minutes of daily instruction on the machine in
addition to classroom instruction either in the perceptual, language,
concept program or in a basal reader program. The machir¢ in.
struction stressed decoding skills. The lessons were based on ma-
terials developed by Lassar Gotkin of the Institute of Developmental
Studies and emphasized sound-symbol relationships using stories
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and keyboard and oral responses. The bigram was introduced first
as a unitary response and then broken down into parts. Trigrams
followed, using the sound of the bigram and adding the last letter—
i.e., sa, m=— sam.
First Grade rLc Program

Due to parental and teacher pressures, the original plan for the
first grade pLG program had to be modified. First grade teachers have
always begun formal reading instruction in grade one, and any
change in this procedure met with resistance. Both teachers and
parents were afraid that failure to introduce formal reading in grade
one would be detrimental for children who were ready to read. To
meet these objections, children were screened for reading readiness.
In February 1968, the Durkin Readiness Test (8), the Murphy-Dur-
rell Readiness Test (12), and a newly developed Concepts Test were
administered to all pupils in the PLC classes. On the basis of the
results, pupils in each class were grouped for instruction. Those who
scored above the 50th percentile on the Durkin and Murphy-Durrell
began formal instruction in reading. Where there were four or less
pupils who qualified, an individual reading program was initiated.
Where there were five or more ready pupils, the school decided on
the basal program to-be followed. Those pupils who were not con-
sidered ready were placed either in review or in advanced PLC
groups depending on their performances on the concept test.
Language Experience Approach |

Individualized reading was incorporated into the language ex-
perience-audiovisual program after an adequate sight vocabulary
had been developed. The Little Qwl series (19) and the inexpensive
Scholastic books were ordered for each classroom library in this
program. ' . |

| Additional Materials—First and Second Grades

Teachers in the language experience program expressed a need
for more structured materials to assist them in teaching some de-
coding skills, Ginn phonics workbooks and games (3), and -the En-




100 WORKING WITH THE URBAN DISADVANTAGED

cyclopedia Britannica Language Experience in Reading (1) provided
structured lesson plans for teachers and suitable drill exercises for
the pupils. _

Classroom library books were purchased for all second grade
programs including books in traditional orthography for the i.t.a.
classes for the use of pupils who made transfers to t.o. In addition,
in the second grade Downing classes pupils who were making the
transition to t.0. were provided with the Allyn and Bacon Sheldon -
Readers (16). Early to read classes were provided with the Pittman
Growing With Language series (18). Due to the delay in the publica-
tion of the Chandler 2-2 books, all Chandler it.a. and regular
Chandler basal classes were switched to the Bank Street Readers ).
Since the Allen Read Along With Me materials were limited to
decoding skills, the Allen-Linguistic classes were given the Migmi
Linguistic Readers (13), wlerrill Linguistic Readers levels 3 to 6,
and Holt’s Sounds of Laughter (1I). Encoding skills were strength-
ened by the newly published Fat Cat Word Book (1#) developed by
a member of the project staff.

As a result of the experiences of the testers who administered
the end of first grade tests, a decision was made to provide a 50 per-
cent sample of the classés with materials intended to improve the
pupils’ skills in dealing withi a test taking situation. . 7

Half of the classes in ecah treatment group were provided with
special test taking skill exercises prepared by the project staff. The
lessons are intended for pupils who need help in following basic test
directions and employ pictures, letters, words, sentences, and para-
graphs in a systematic approach. The various formats used in pri-
mary reading and achievement tests are included as well as an
explanation of simple test language. The materials consist of four
units graduated in difficulty, and each unit is accompanied by a test
which is to be used both as pre- and post-measure. As a result of
these exercises, children should become familiar with test formats,
have experience in the selection of a correct response from among
several choices, and learn how to indicate their choice by under-
lining, circling, or marking an x, depending on the test directions.
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Children should dev ’flt_:rp a better understanding of simple test lan-
gusge, including such star r as “Go on to the next page”’
r “Stop.” Pupils ar ,‘,Isr;i given i
taki‘s and what it means to “do the best }fm: can.”’ The fif l 'ii’lili t’:aE
the ~eries deals with attitudes toward taking tests and stresses the
w-. iu which tests are put in planning a child’s educational program.

The materials are thus intended to develop se elf-confidence and pois
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in a test-taking situation by increasing the pupils skills and giving
them some understar dzﬂﬂ' of why tests are important. In no case do
the materials include content from existing tests. Furthermore, the
emphasis is on the test skllls not on the ability to read the materials.

The vocabulary is kept simple and limited.

Teacher T?“iiiﬂiﬂg

Professors Robert Allen, Ann Boehm, Harold Tanyzer, Vivian
Windley, Blanche Serwer, and Jai:e= Raph served as consultants to
the programs and, tﬁﬁether with the project staff assigned to each
program, conducted the training sessions. T'en preliminary training
sessions were held for kindergarten, first, and second grade teechers,
respectively. Monthly follow-up training sessi f,c:ns were conducted
after the programs were initiated in each grade. Teachers received
$13.50 for attending each two hour session.

As in all innovation PI’GQFI.‘E[T.;S teacher training is essential.

|n|\

Classroc m Visits

In order to determine the degree to which each special | rx:igmm
“was actually carried out by the teachers and to provide assistanc
where . necessary, T egular visits were paid to all classrooms by t h
project staff. A sistance of the following types was ‘offered: group an
individual conferences with teachers, demonstrations of technique
and g’muging procedures, checks on necessary materials, and disc_u5=
sions with local supervisors. C_}Gmplﬁte reports of each visit were

made to the director in writing. From these reports it will be pos

g ‘u"
m n B
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to describe the var lable nature :::f the parl:z.t:lpazlng class as_,,-.
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well as to identify salient classroom variables in the analysis of pupil
 test scores. o - R
~ In'addition to visits for purposes of general assessment and pro-
~viding assistance, formal observations were made by trained ob-
servers using a specially designed observation schedule. Samples of
50 teachers, stratified by program, were observed three times each.
The observations were coded and computer analyzed. The instru-
_ 1ent, developed by the project staff, records teacher-pupil interac-
~ tion patterns, as well as the substance dealt with in the course of 20

- minutes of a reading lesson. Affective, procedural, and substantive

-areas were noted for each ten-second interval. General impressions
of the teacher, the organization of the classroom, materials available,
- and the overall'climate were also noted by the observers on a check
list. Data from the observations and informal staff visit reports will
be used in describing and comparing the participating classes and in
the analysis of pupil performance. o

Testing Program
Kindergarten Tests

~ In January 1967 before the kindergarten pupils were actually

., involved in the several programs, all participating pupils received

- a group reading prognostic test developed by Shirley Feldman and
‘the project staff. The same test, with the addition of three more dif-
 ficult subtests, was administered in June 1967. A 20 percent sample
of pupils also received individual tests at both testing times, A
coding procedure was subsequently developed so that each pupil
could be identified by an identification number as well as by sex,
school, class, program, and ethnic group membership. All group and
individual test scores were tabulated by machine for each class and
‘each program (including means and standard deviation by ethnic
and sex subgroups). Three hundred pupils were also retested in .
October 1967 to determine their degree of “summer forgetting.”
Differences between PLC and 1p-pupils on' these two subtests also
appear to be minimal. On the composite checkout, however, there
was a consistent difference favoring the PLc classes, Kindergarten
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prognostic test scores will be used as covariates in the analyses of
~ first grade results. o -

End of First Grade Testing Program |

The ﬁrst gl“’i,di: assessment prx:tgram mcluded a var ble num-

::tjﬁmt;ve ablhtles Wthh req_ulred no readmg a test of relatmnal
concepts, and another on fcllawmg multiple directions were group
administered to all participating students. The reading tests as ini-
tially planned were developed separately for each program and at-
tempted to develop relatively independent  measures of various
reading skills—word recognition, decoding, t::::mpréhensmn of ldEaS

sequencing, etc.

Development of the Rsadzng Tests Each series of tests was
developed on the basis of the program consultants’ judgments as to
the specific skills emphasized and the level of mastery anticipated.
Teachers were consulted as to the level of achievement they expected
by the end of the school year. Items were written to reflect such
Judgmérits, and preliminary forms (considerably longer than would
eventually be used) were prepar&d ‘In most instances, these were
group tests. However, in the case of decgdmg skills not concerned
with mmprghensmﬁ individual administration was planned. Each
test was Plltthd on a pcpulatian Engaged in the appropriate type of
reading program (ngulstu: i.t.a., language E}EPEI‘IEDEE) with pupﬂs
‘highly similar to those participating in the project.

A total of Sarreadmg tests (group and mdlwdual) was devel-
oped. Pﬂnt testing was carried out either in New York Glty grade
classes or in the surrounding area (Philadelphia and Bethlehem,
Pennsylvania). On the' basis of. the piloting, tests were revised to
include only those items which at least half of the pilot s chool pupils
could cope with successfully. A reliability, check, based on the per-
formance of the pilot school pupxlsj found that test rehabllltles
ranged from .93 to".75. Lo :

'The number and content of tests taken by pupils varied from
program to program.. For some, only four tests were constructed; in
- others, as many as nine, This amount dépended largely on the num-
ber and variety of reading skills considered appropriate for each -
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in the linguistic ‘“no meaning” treatment,
mprehension tests were included. In the lan.
ere measured; rather,

program. For example,
~ neither blending nor co
guage experience program no decoding skills w
the emphasis was on sight vocabulary and comprehension. In the
several i.t.a. treatments, various decoding skills as well as compre-
hension skills were assessed. A common writing sample in response
to a standard picture stimulus was required of all pupils.

: Test administration. All teachers were contacted by letter and
* informed of the dates on which the tests would be administered,
The teachers were asked to administer the first test, relational ‘con-
cepts, and return the unscored booklets directly to the project, All
other tests were administered by regular project staff and special
resters employed for this purpose. The decision to use testers was
pPrompted by a recognition of the strong personal involvement of
the teachers in the reading success of their pupils and the strong

possibility that administration of the tests by the teachers would
introduce a source of bias into the results, (This assumption was
- strongly supported by the experience of the testers, who repeatedly
had to ask teachers not to help pupils with the tests.) In order to
limit possible bias even further, no project staff member was allowed
to test in-any school following a program which he had supervised.
A special coordinator was er.:ployed to work out the logistics of the
testing program, to check the receipt of all completed tests, and to
supervise the appropriate identification of each test booklet. All
first grade tests were processed; and tabulations of ranges, means,
and standard deviation of raw scores and standard scores (z) by class,
by tests, and by program are currently available. Because the tests
were program specific, analyses of scores will view intraprogram dif-
ferences by class, by various pupil subgroups, and by kindergarten
program. No cross-program comparisons will be made.. o

' ‘The second summer forgetting study was conducted in the fall
of 1968. The purpose of this study was to discover how much of
what was apparently learned by the end of grade one was forgotten
by the time the pupils entered grade two. This kind of forgetting
‘may well explain the discrepancy between many a first grade teach.
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er's conviction that these same pupils know . very little when they
enter the second grade. Furthermc::fe; it is important to find out
whether some kinds of learning are more readily forgotten than
others in the absence of direct teaching. For example, do children
who master a sight vocabulary tend to forget more than children
who have mastered specific decoding te;:hmques? Or, does the
achievement of a given level of mastery in following complex di-
rections hold up better than word recognition or word attack skills.
A random selection of classes from each of the prag;rams was made,
and four of the end of grade one group tests appropriate for each
particular program were administered in November of the second
grade year. (The delay in adrnm;sl:ratmn was due to the teacher
strike.)

Prsizmm:zry Impressions of the Fi zrs; Grade Tgstmg Program

Despite the judgment ‘of the consultants and the pilot testing
of the material, many children found the tests extremely -difficult,
This result was particularly true for those tests which required
pupils to read short two-or-three line stories (based exclusively on
vecabulary to Whli:h thEy hacl been E}EPDSEd) to read a questmn; and
classes had strassed in their tgaf:hmg, since most of the t:c:smprehen='
~ sion exercises in class required oral responses to teacher questions

~ based on something the pupils had read. |
Two Special First Grade Studies - -

“As a result of the availability of supplementary funds, two
studies were conducted to derive additional data on the pupil pop-
ulation: one involved the administration of a series of tests of in-
tellective skills and the other was a study of enwrcnmen:il process

variables.

- The -intellective test battsry A test battery c:c:fnpﬂsed of the
wisc, selected items from the Wechsler Preschool and Primary Scale
of Intelligence (WPPEi) an impulsivity measure (Iiagan) and two
verbal encoding tests (ITPA) was individually administered by qual-
ified testers to a sample of 913 first grade pupils between the begin-
ning of November 1967 and the end of January 1968. The number
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tested represented the total number of pupils ori riginally included in
the md;wduai sample for the readmg prognostic test still in project
clas '

E;u:h pupil took the wisc, the Impulsivity Tests, and the verbal
encoding. The wppst subtests were administered only in those cases 7
where a pupil failed to achieve a score equivalent to an 10 of 100
on a given subtest of the wisc. This procedure presented srixnng
prablems for pupils who had passed their seventh birthday since
the ‘wepsr norms do not go - abavc: age seven. In such cases, scaled
- scores were, extrapt::latéd

In cases where puplls were identlﬁeﬂ as Spanlsh speaking by
their teachers, the verbal scale of the wisc was EdﬂllﬂlstEI‘Ed both in
English and in Spanish. In some instances, pupils had the Spanish
version first; in others, the Enghsh version was given first. Since
~there is a standard Spanish version of the wisc, there were few prob-

lems in its use for these children. However, a few minor changes in
words were made to come closer to Puerto Rican Spanish than the
standard version does. The weesi, however, had. not been translated
so that a translation had to be made by two blnngual graduate stu-
dents. The first translated the items (a nd d;rectxgns) into Spanish;
‘the second translated the Spanish version back into Enghsh Correc-
tions were made untﬂ the ‘retranslation cgrrespanded to l;he griglnal
English version. -

Although these -test data have been tabulated but not yet an-
alyzed, two rather consistent ﬁﬂdmgs Emerged by mspectlgn of the
WISC sc:gres e::f the Spanlsh speakmg puplls* 1) on the Veraﬂ'e tht:n: '

,than du‘.i the NEgrc: or cﬂ:her pupils 2) the st:::rgs on the verbal items
reached about the same levcl in Spamsh as in English. ‘Even on the
vacabulafy subtest ml;e anguage score dleEI‘EIIEES appeaféd to bf:
kﬁEW‘ some wards ::nnl'y in Enghsh some 1‘31‘11}' in Spamsh as well as
some in both languages, and some in neither. It would appear that
their k wl:—:dg&: c:f wgrf;ls i§ clc:sel}r Eled to. the language context in
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tion going on. A cﬁmplzte repaﬁ: of the testing study is available on
request. When the data have been analyzed, the report will be ex-
panded to include a description of the sample population in terms
of the measured aspects of their intellective functioning.

The data from this study will also be related to the pupils’ per—
formances on subsequent reading tests. I

- Environmental process variable study. Earlier work by Wolf
(20) and Dave (6) suggested that there is a very high correlation be-
tween aitwe famlly involvement vnth a (Zhllds Educatmn and thf:
excess Qf the ones usually IEFQI‘EECI b&tween gsnf:ral measures GE-
socioeconomic status and school achievement. However, the original
studies were carried out in a relatively heterogeneous population
with respect to ses. Would a similar relationship obtain-from the
.study of a relatively homogeneous, low ses population? There were
also some questions as to the appi‘éPTiEtEﬁESS of the existing scales
- for the study of a first grade population, since the grlgmal stud;es
dealt with families of fifth graders. '

However, a study using the Wolf-Dave scales hafl been delﬁEd
for use with the mothers of first graders in a study of Mexican-Amer-
ican families in the Southwest. The modifications also included spe-

- cial items dealing with the use of Spanlsh in the home, modifications

which made the revised scales pa rtlt;ularly apprcprlate for use with.
Spamsh speaking mothers (10). | - : o
 The study required one and one- half to t:w::x hours of home in-
.tervu:ws with mothers. It was &E::ldf:d as far as PQSSLbIE, to match
the ethnic group membership of interviewers with interviewees. In
all cases, Spanish speakmg interviewers v1sxted Spanlsh speaking
mothers. In a.-few instances, spe;:ml interviewers had to be found
to communicate with rec&nzly arrived famlhes from Greezg and
_Italy* o : '
Interviewers were . drawn from amx:ng prafessmnals in the field,
graduate students at Teacher’s College and at the Columbia School.
of Social Work. For the sake of safety as well as greater reliability,
in most instances, two interviewers were assigned to each family.

The interviewers were trained in asking questions and recording
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responses. It was the responsibility of each pair to make the contacts,
S€t Up appointments, and carry out the interviews from the list given
them by the study coordinator. o | o

- It was the original intent to interview the families of the pupils
who were in the “300.summer forgetting sample” since this section
represented the maximum data group. However, only 187 of these -
families were available, and the remaining 135 families were drawn
from the larger sample on whom individual reading prognostic test
scores as well as individual cognitive test scores were available, A
total of 312 mothers were interviewed. ; -

In addition to asking about relationships with the first grade
child, who was the focus of the study, wherever possible mothers
~were also questioned about an intermediate grade same-sex sibling
for whom standardized achievement test data would be available in
the school, = - A S S |
All interviews were coded by a group of graduate students who -
- were trained to a relatively high reliability level (.80). The inter-
- views were coded on a 1-9 scale in 88 areas which combined into
nine major categories. A full report on the theoretical background
and methodology of the study is available on request. -

Parental response to the interviews. Permission to pursue the
interview study was granted by eight of the ten superintendents
whose districts are participating in the project. The two who refused
permission felt that the interviews might be perceived as de-
. grading to the parents. The actual ‘experience - demonstrated a
- completely different reaction. With one exception, interviewers were
welcomed (often served coffee); parents expressed great satisfaction
at having an opportunity to talk about’ their children with an in-
terested listener; and many commented that they had learned a great
'deal about things they should be doing with children from the inter-
view questions. Fears that parents might be insulted at the offer of
a token payment ($5) for their participation were misplaced. The
option to donate money to their school PTA was exercised by less
than 10 percent of the parents. In general, the response was equally
positive in poverty homes as in middle-class homes, among Spanish
speaking as among Negro families. = o .
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Analyses of Coded Interviews
, - Correlations were calculated between the azhigvement test

scores of older siblings and the process ariables upil 1Q’s and first

b ed wi

grade reading test scores will also th the process
variable scores.

Major Frﬁbiehis Encountered during Program

A variety of anticipated and unantmlpatgd problems confronted
the project in its two » and one-half years of operation. Some of these
necessitated policy changes in the design of the project; others re-
sulted in the withdrawal of schools or the project’s decision to elim-
inate classes, Many-of the lesser problems were ‘successfully handled
through staff v:lsus, calls to the SEhCJDl or other immediate at:tlan.

Patterns of Glsssraﬁm Organization

|m\

Perhaps the most sermus prc:iblf:m r&sglzed from the great vari-
~ability of organizational patterns which were operative in various
~schools and which cut down the comparability of arganizatmﬁal pat-"

terns within programs. As a result of the board of education’s de-
cision to lower the pupll -teacher ratio. in some firsc grades to 15
pupils to a teacher and in view of the availability of funds for para-
professional pETSBnﬂEI in some districts, the number of adults per
class varied greatly as did the manner in which they worked together
and with the children. At one extreme there were classes in which
' there was a single teacher with 30 or more pupﬂs at the other ex-
treme were classes of under 30 pupils with two regularly asszgned
teachers, 2 paraprafessmnals and a student teacher each semester,
as well as rotating parent assistants. While in some classes the teach-
- ing staff worked Eaapgratlv;‘zly, allowing for a g’reat deal of small

-group instruction; in others, the classes were physzcally split in half
(by building a “wall’ in a single room, by utilizing two separate
rooms, or by splitting sessions) into units of 15 to 20 children and
one teacher. There were also s1tuat1cms in which the two tcac;hers
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divided the day so that only one was actively teaching at any one

Personnel turnover. Many of the problems which the project
confronted in the first grade were related to the changes in the ad-
ministrative and sy
district superintendents who had initially agreed to participate, only
- live remained. Similarly, there was about a 30 percent turnover of
principals. This situation in many ways, required a more difficult
adjustment. Programs selected by the original principal were often
not to the liking of the new one; or, the new principal was interested
in engaging in some programs not related to the project. Not having
been involved in making original commitments, many were unin.
formed of the agreements. Since the project rarely was informed of

the change in advance, and usually found out by chance, there was:

‘no procedure for orienting new principals. In two cases, the new
Principals withdrew their schools from the Project.
‘T'eacher turnover presented special problems since Special train-

met. In a few schools classes were handled by
per diem substitutes for as long as a semester and never had a reg-

Grouping pupils. Despite the initial agreement that classes

would be maintained heterogeneous and Intact through second
grade, many principals were placed ‘under parent pressure to group
ils homogeneously in first and second. grade. Despite official re.
informal conversations, some of the participating

schools proceeded to group.their first grade Pupils on the basis of

kindergarten teachers’ estimates of pupil ability. It is noteworthy

al e such school, individual intelligence tests administered to
three complete classes of ,csténsibl?"hémggén&ausly grouped pupils
found no difference in the range of 1Q scores in three classes (range
was from beIéw"?Qjtai‘appiﬁgximately 115), and mean difference be.

tween the highest and lowest class was .8 of one I1Q point. This find.
ing has particular significance since it sets the Stage for the operation

of the self-fulfilling prophecy. Since Pupils in the low exponent

pert_}isc:ry personnel of the schools. Of the ten |
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_t:iéass—' 'ill indeed, perform better than th::se in the higher ex-

onent classes (tentative corroboration for this is already forthcom-
ng frérn the testers now working in the school), the school admin-
stration, the teachers, and the parents will be reinforced in their
b&llef that the early Judf:fments of kindergarten téachers are a valid
basis on which to make grouping dﬁgismns and that ability grouping
results in better IE'iI’I"llflg An examination of the reading test per-
formance of pupils of comparable mta:lhgeru:e within the same pro-
gram, but in “bright” as against “dull” classes Sht:uld shEd further
light on the effects of early grouping. '

 Resistance to dslsygd formal reading. As noted earlier, the
greatest teacher resistance was encountered in the PLc program.
Many teachers platzéd the blame on parent pressure, and indeed
many parents were indignant that their children were not bemﬁ'
taught to read. But the teachers themselves felt uncomfortable.
Despzte the s:ructured lessans thf: carr:fully delineated prgs‘rfams in

IHI \Hn l-u;
]
S

the:j: teachers m;ssed thElI‘ basal readers, Lhélr stc::::L in l:racle and Ef:lt
that without formal readlng 1n5tru:‘:tmn, first grade ]ust wasn't first
“grade. Several schools in the PLC prcsgram pulled out of the project..
In others, teachers. with - the tacit approval of their ‘SUpervisors
cheated by engaging in reading instruction using their basal texts.
In one school, the supervisor was greatly embarrassed when she dis-
covered that ‘“‘the cat was out of the bag.” She asked not to be
~dropped from the project and prgmlsed that in the future teachers
“would adhere to the program. This kind of cheating occurred. de-
spite the fact that a policy change on the part of the project allowed
for readmg instruction for puplls found ready on a reading readiness
test as early as November and for the introduction of formal reading

Ec;r'all pupils in Fébruary Maft:h, rather thaﬁ in Eaﬂy May as Qriga

de gTEE to wlm:h each PLC tE"iEhEI‘ has fDllQWEd the pr::igrarﬂ These
rﬁcﬂrds will be considered in the analysis of the test data.

Str:k Problems

Tea chgrs strikes at the beg;nm 1z of both the first and second
. grade years prevented the schools from operating the full school
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tern of ten months, a situation particularly true in second grade.
Teacher changes were noted after the strike in addition to loss of
materials during the time schools were maintained by parents. The
length of the school day was increased, and a few additional days
were added to make up for the loss of time. During the second grade
- program, pupils were not required to attend the make-up days. The
éhgfter school year will certainly affect pupil growth in reading.

Mobility of pupils. Pupil attrition to -parochial schools and
other districts within the city necessitated the combining of second
grade classes or the addition of nonproject pupils to the project
classes, Second grade test data will only include pupils who were in
the kindergarten or first grade program. About 4,500 pupils re-
mained in the program at the end of grade one.

Postscript | | | o
Despite the many problems which the project confronted dur-
~ing the three years, a large number of classes and schools remained
in each treatment group. Many of the teachers expressed satisfaction
with the new approach which they were using. Some of the partic-
- ipating ¢chools planned to continue the new approaches with new
first grade classes and to provide additional work (with project as-
sistance) in the third grade for the pupils who had not made the
- trangition to t.o. in the i.t.a. program. In general, the program has
~been well received. Hopefully, the teachers will take advantage of
the break away from the traditional basal to provide varied reading

. methods within the classroom to meet the needs of the individual
pupils. - A L S

_ - ‘While ‘the active” intervention phase of the project ended in
June 1969, when the pupils completed grade two, the Project testing
and research group will continue to analyze the data throughout the
next year to shed some light on the problems suggested in the orig-’

inal proposal or design.
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| Tf:’aching Ri‘adiﬁg to Children with
- Dialect Differences

WILLIAM RUTHERFORD
The University of Texas at Austin

BY MEANS of a review of current knai&rledgggnd theory, this paper

detailed elsewhere and will not be discussed -here Valuable as these
dialect descriptions are they are of limited significance until and
ed t ching-learning process

in language and reading development. Therefore, linguists and oth.
ers are becoming inc@ashglfint:igszed in applying this knowledge -
of dialects to the “language and ’-'réia_ding"‘fpffécgssgsi Regarding the
teaching of reading, linguists seem to be in general agreement on
some points, while on others ‘they have not yet arrived at a con-
sensus, - SRR B :
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'rmne iangusge is a v&ry persgnal péSSESSIQn ‘and whEﬁ teac:hers
begin to manipulate it in the process of teaching readlng, it intro-
duces a threat to the - psycho-social stability of thgse ‘with variant

~ dialects. Whether this threa: in the affective domain produces more
or- Iess lI‘ItEI‘fEI‘Er!EE than thE f;ﬂgnmve task of learning Lhe necessary

é When speal{mg abaut teai:___ng language and re dmg to stu;,

_ ;my of thf: pmb!ems they prESEI’lL‘ they are not 1&&1‘1!:1::31 in nature.

It is maintained by some linguists (5) that dialect prcjblerns are more

- difficult than -bilingual problems because it is easier to learn a lan-
guage that is quite different than to. learri one - that is quite similar. .
Many lmgm;ts would borrow from the tea;:hlng tschqufs used in
~bilingual education and in i:e*n:hlng Enghsh as a second languaﬂ’e, ]
but most would not adgpt these techniques whcilly In- t.h;s paper,
the emphasis will be specifically on dialectism. ) '
5., A child must have mm:mal language pm cie ;:y bEfﬁI‘E he
can learn to read. . |
stagreemf:nt anm g the lmgmsts s::«;ists Gn at Ieast two 51g’nlfn
icant issues. A_ithaugh they agre: that readmg must be pre::ecled by
-mimmal language ::____peten;:y, they have not yet decided what con-
_stitutes minimal praﬁczerxcy Neither  is it ‘clear whether "the pro-
~ficiency 'should be in standard" Enghsh, in the dialect, or in both.
Perhaps- the answer to these- questlgns wﬂl be cltztermmed by the
'techmques used to ‘teach readmg : - - -
- A second and more crucial ‘area- ::f d:gagi‘:emerit relates tcx the N
" question of appropriate procedures or methods for l;eat:hmg readmg
- to children with dialect differences. The ‘procedures- suggested by -
 Stewart (5), Goodman (2), and Loban (3) are representative of the
current thinking of lmgu:sts in connection with this prab]em
N Stewart’s prf:ppased solution to this prgblem is made qmte clear.
He says, *. . . the answer is that beginning reading materials should
indeed be adapted to the patterns of nonstandard Negro dialect—
and to those of any other nonstandard dialect which school children
in a partmular -area may speak, for that matter.”:He reasons that it

will be easn‘:r for the child to learn tg read 1f he first becomes Pm—
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ficient in his own dialect and then uses that dialect as the constant
for teachi Ing standard dialect grammatical patterns through reading
and writing. Of course, Stewart’s ultimate goal is to have the learner
become proficient in standard dialect language and reading.
Movement from the nonstandard to the standard dialect would
occur in stages which combine oral language teaching with reading.
Stewart uses one sentence as an Examplt EE the pGSSibIE stages a child

 the sentence mlght bff: “Gh_arlf;s and Mlzhaelr thgy out playing_" Nc:x

attempt would be made to introduce standard English pronuncia-
- tions at this stage. In stage 2, the most important grammatical fea-
tures are introduced, in this case the copula. The sentence now
reads, “Charles and Michael, they are out playing.” The final stage
would bring the sentence into complete conformity with standard
dialect. It would then read, “Charles and Michael are out playing.”
Stewart points out that the actual task would be more difficult than
the example and could require a number of stages on steps.

- A program that would use the child’s dialect as the basis for
teaching reading must decide which spelling of that dialect will be
used. Four possible orthographies are suggested by Stewart:

1. an autonomous phonemic orthography that spells the words
the way they are pronounced or heard;

2. a systematic phonemic orthography that uses spelling that
presents all the information necessary to determine c:hanges that

could occur in pronunciation when the wcrd 15 usgd in different
contexts;

3. a literary-dialect arthagraphy which Substitutes apostrophes
for certain letters to show that a standard English sound was not

Pl'ﬂ nounced, e.g., ben’ for bend; and |
| ‘4. an unmodified ﬂrthggraphy that would spell ‘dialect and
standard English the same way. . -

- Stewart would utilize the fourth crthc:graphy but w1th thE use
of an apastrcphe to indicate the omission of a prefix, e.g., ‘boul.
Stewart chooses this c:rrthi:graphy, for he feels its consistency will
make it easier for the child to make the transition from nonstandard

to standard dialect,
In support of his. EhEer, Stewart present a study by Gsterberg
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() who found that when a group of Swedish children were taught
basic reading skills in the dialect of their particular district, they
Incerasgd :har prfjﬁclency in begmnmg readmg in nQnStandard

When thIS expenmsntal grt::up began readmg in the smndard Cli—
alect, they actually overtook the control group which read standard
dialect from the beginning. (Since this writer did not have access to
this study, it is not known if Stewart uses the term ‘‘overtook” to
mean equaled or to mean surpassed.) In addition, Stewart cites the
case of a 12-year-old Negro girl who normally read poorly but who
read without difficulty a standard dialect poem which was rewritten
in her dialect.

This writer checked the oral readlng performance of five third-
grade Negro boys when they read two paragraphs and twenty-five
sentences written in standard English and in their dialect. The di-
alect materials included grammatical changes (he book is read for his
book is red); phonological changes (live for lives); and spellmg
changes (stow for store). The materials were organized in a random
order so that the dialect version was presented first sometimes and
last at other times. Errors made by the subjects as they read orally
were scored in a manner similar to the one used with the Gray Oral

Readmg Tt:sts

the ather two were readlng at thf: prlmer level ThEI’EfE’!I‘E, the
perfurmances of these two sets were considered separately. When

reading the twenty-five dialect sentences, the second level readers
averaged 25.33 errors compared with an average of 11.23 errors on
the standard sentences. Primer subjects averaged 32.50 errors on thE |
dialect sentences and 16.50 on the standard sentences. -
. When readlrig the two paragraphs (containing a total of seventy-
six wx::rds) the 53(:3:1{‘1 level readtrs averaged 23 SS errors on d1ale:r:t;

-, levr:l su’b]ec:ts averaged 26 00 and 13. 5(] errors, rEspE::tlvely, on the
dialect and standard passages.- Both sets of subjects made at least
twice as many errors on the dialect matenals as they made on the

companion standard forms. :
In this brief i lnvestlgatmn there was no attempt to exercise con-

Q
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trol over important variables; therefore, this work cannot and should
not be considered experimental research. For this reason, it would
be risky to draw any conclusions or inferences from the data. How-
ever, these findings, which appear to be as reliable as those Stewart
obtained from his twelve-year-old girl, do emphasize the need for
more research before launching into extensive development and use
of dialect materials.

Goodman (2) rejects Stewart’s idea of using materials written in
the dialect of the children. He would have children read standard
materials but allow them to do so in their own dialect. He agrees
with Stewart that the language of the child should be the medium
of learning in the early stage, but he would not extend this period
to the point of preparing reading materials in nonstandard dialect.

Some of the key features of Goodman’s approach are as follows:

1. Literacy is built on the base of the child's existing language.

9. This base must be a solid one, Children must be helped to
develop a pride in their language and confidence in their
ability to use their language to communicate their ideas and
express themselves. , ,

3. In reading instruction, the focus must be on learning to
read. No attempt to change the child’s language must be
permitted to enter into this process or interfere with it.

4. No special materials need to be constructed, but children
must be permitted, actually encouraged, .to read the way they
speak. Experience stories must basically be in their language.

5. Any skill instruction must be based on a careful analysis of
-their language. _ - R _

6. Reading materials and reading instruction should draw as
.much as possible on experiences and settings appropriate to
the children. While special dialect based materials are im-
practical, we may nonetheless need to abandon our notion
of universally usable reading texts and use a variety of ma-
terials selected for suitability for the particular group of
learners. T S S

7. The teacher will speak in her own natural manner and pre-
sent by example the general language community, but the
teacher must learn to understand and accept the children’s

language. He must study it carefully and become aware of
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the key elements of divergence that are likely to cause dif-
ficulry. | |

The approach advocated by Loban (3) is similar to the one ex-
pressed by Goodman, but with some distinct variations. The
langu lage ex xperience approach would be used in initial reading in-
struction. The teacher would use as reading material, stories dictated
by the t:hl dren. When the child tells his story in his dialect, if he
will, Loban would have the teacher write the story in the dialect
the “first few times” to emphasize the fact that what one thinks and
says can be put into written symbols. Loban did not mention which
orthography the teaghgr should use in writing the story.

After writing “one or two” -dialect stories, the teacher would
then try to lead the child to see that there is another way to write the
story. Should the child resist, he would be allowed to continue
writiﬁﬁr in his diale’t‘:t The teachér is aiways “E}:éfti’ng a mi]cl pres-
pr&ssure if she cleems it ahenating or upsettmg to the child.” Lc:iban
makes it quite clear that the teacher should never show any disap-
proval of thé child’s language, but she should attempt to get him
accustorned to the idea of a “school language” and a “home lan-
guage.” Loban would have the teacher use oral-aural dialogues,
which focus on the linguistic analysis of major contrasts between

the dlalect and standard En frlish

[ﬂ

initial d;alf:t;t but Gggdman Eniaurages “the use :::E th t Ianguagé as
the medium for Iearﬁmg while Loban appears less willing to persist
with the dialect in the learning situation and more anxious to move
ﬂ"lE child toward ‘‘school language.” Indeed, of the work of the

h er Loban says, ‘she does not dawdle; as rapidly as. possible she .

- blishes the concept that there are several useful ways of talking.”

| it; is also apparent that Loban would use reading as a tool for ::hang—

ing language, a procedure rejected by Goodman. ' '
Before leaving the work of the three linguists, it seems ap-

propriate to make some observations and express a. few concerns

regarding their theories.
~ All three have great respect fc:r the child and his pari;u:ular
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language. They would all strive to move the child toward standard
gnghsh usag& bul; at diffEI‘EI’it rates sz:l in dlfFEI’Eﬁt ways. They all

enter SChE!‘;l; th&y are suﬂitzlently pI’DEEIEHt in their dlalect (but_ not
in standard dialect) to successfully participate in reading instruction.
This assumption is open to question.

Stewart’s program would appear to be depen d:r;t on the avail-
ablhty of appropriate materials, while the teachin g programs re- |
ceive more attention in the Goodman and Loban plans As is so
often the case when new approaches to teaching reading are ad-
vocated, the linguists have assumed that teachers have, or can and
E WIII easﬂy acqmre thf: skﬂls needed to i‘r‘nplement the pragTams.

gﬂgd methgd nf i’f:admg instruction.

1f dialect materials are to be developed and used as Stewart
advocates, much research is required to answer such qHEStI!‘Z}ﬁS as
Which orthography is most effective? What type of content is most
desirable? and What must teachers know in order to effectively use
the materials? Of course, the prime concern is whether children can
learn to read more effectively and Efﬁ_clently when first taught in
their own dialect. :

. A concern of this writer is how a teacher will use dialect ma-
terials in a classroom where children use a variety of dialects. This
same question is relevant to the use of original dialect in the lan-
guage éxperie:ﬁr:f: approach advocated by Goodman and Loban. The
dialect of a child telling a story may not be the same as the dialect
of those who read the story, so which dialect will the teacher use
when recording the story? The problem would be less complicated
if the teacher could work with individual children, but so. would
all the other problems of classroom feat:hers. -

- The list of questions that might be asked about the teaching
methods suggested by these linguists could be greatly expanded.
Fortunately, linguists, reading specialists, classroom teachers, and
‘others have already ralsed and are 1nvest1gatzr;g many of these con-

cerns. - | |
AE thf:: outset Qf‘ this paper, it was mdicated that a teaching pro-
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gram recommended by a nonlinguist would be presented. This pro-
‘gram is offered by Allison Davis (I), who is neither a linguist nor a
reading specialist. He is a psychologist with an extensive knowledge
of disadvantaged youth and their particular educational needs.
Davis’ techniques are presented for two reasons. First, they are clear,
concise, and fairly sequential. Second, they are clearly in contrast
with the positions held by the linguists. |
Davis reveals his philosophy of education for the disadvantaged,
as well as a portion of his suggested teaching procedures, when he
states that “the primary emphasis in the kindergarten and the pri-
*ary ﬁ’rades théf&fﬁre shc‘juld BE placed on thc establishment of a

| t&ac‘hﬁr and pt: pﬂ The ﬁrst StEp in Educatlgn is to train the pupll
to like the teacher.” When the child likes the teacher, he will soon
develop respect for her and whatever she values, including school
and Ieamlng activities. Having accomplished this goal, tha teacher
can begin the process of teaching the child to read.

This process begins, according to Davis, by helping the children
~learn to speak and understand standard oral English so that they
may learn to understand the language of the teacher. The teaching
of reading must begin with the teaching of English vocabulary and
usage if it is to be effective. Davis calls for a deemphasis Qn-reading
iii thE ﬁrst three g'racles aﬁd fc::r an iﬁé;reased emphasis on ‘“the tga::h-

v::n:abulary and synta:-; S
Teachers who have struggled w1th the problems of tr’ymg to
teach disadvantaged children to read will probably accept the idea of
- deemphasizing reading instruction in the early grades in favor of
language teaching. But few reading specialists - or linguists would
agree with Davis’ plea for teaching of speech if he means this ih the
~ sense of speech therapy for devel&pmf:ntal spee::h problems. On the
“other hand, if speech training is synonymous with language training,
that apprc:ach would be much more favorably received. =~
_ The teaching method Davis recommends for teaching Ianguage
is baszc:ally one of discussion and participation. Through the pre-
- sentation of many actual and vicarious expenen::es children should
be stimulated to use oral and written language.
A secﬁnd aspect of his pr:igram to teach dlalect-diﬁerent ::hﬂa
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dren to read is one of helping them to think, a process more basic
than learning to use language. “The child is in school, first of all,
to learn to observe, to perceive; to recognize relatbnshipsi differ-
e11ces, and similarities bétween his observations: and to make infer-
ences which we regard as reasonable.” As children use language, they
should raise and explore problems and learn the concepts appropri-
ate to the language they use. All activities should contribute to
intellectual development as well as language skill.

The differences in Davis” proposed solution to dialect problems
in reading and those of the linguists are marked: o

1. Davis does not ascribe to the theory of teaching children in
their own dialect. . - | ,

2. The linguists would utilize the nonstandard dialect of the
children for beginning reading, rather than waiting for the children
to gain the proficiency in standard djalect assumed to be necessary
for reading instruction in the standard dialect. Davis is willing to
postpone reading, even until the intermediate grades if necessary,
to provide time for developing the proficiency in standard English
assumed to be necessary for reading instruction, | |

8. 'The key to success in Davis’ plan is the teacher and her re-
lationship with the children. He even outlines a training program
for inservice teachers. The programs suggested by the linguists at-
tend first to materials and /or the actual language skills to be taught.

4. According to the linguists, teachers should never give any
indication that the substandard dialect of a child is “bad” or

[y

“wrong.” Use of the child’s own language for early instruction is
- one way of helping the child feel that his language is ‘acceptable,
Davis maintains that if the child likes and respects the teacher, he
will accept what the teacher values, Gertainly he does not suggest
that the teacher call attention to the child’s dialect, but he does not
feel that early teaching of standard dialect will stigmatize children
with dialect differences. | - R |
" 5. Mastery of standard dialect z

seems to be the ultimate objective of the linguists’ programs. Davis
~accepts this objective also, but he has another objective which, to
im, is even more important: using language and reading instruec-

in reading and oral language

f-3

tion as vehicles for stimulating the intellectual dgfelaprnentﬂf the

Q
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Just as was the case with the stands taken by the linguists, there
is insufficient research evidence to support or refute the position
espoused by Davis.

Reading teachers may feel that because there is no “proven”’
system for teaching dialectically different children to read, there is no
reason to change from their traditional teaching practices. Such a
pt)SitlQI‘l 15 1ndef§n51ble, Readzng speclallsts and hnguists EsPemally

mation that relates to thr: teac:hmg of reading to dlalestl cally differ-
ent children. Even though this Lngwledge has not been organized
into a single, unified system, it is available and it is incumbent on
inservice teachers to seek it out and use it. It is equally incumbent
on :allegr—: professors to seek out this information and share it with
their students who are prospective teachers.

A final word of caution. Prggrarns for teaching readmg, such as
those suggested here, only set the stage for learning to read. Good
programs, appropriate materials, and proper attitudes may make the
teaching task easier; but it remains the responsibility of teachers to
teach the particular skills a child must learn if he is to read success-
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Some Reservations on the Significance of Dialect
| in the Acquisition of Reading

RosE-MARIE WEBER
McGill University

THE POSSSIBILITY that the mismatch between written English and
spoken varieties may be a source of reading difficulty from the first
grade on has been explored, especially with regard to nonstandard
Negro English (2). This variety of our language, notable for charac-
teristics which mark it off from both standard and nonstandard
white speech across the United States, is notorious for its correlation
with low academic achievement. The detailed ‘analysis of the pho-
nology and grammar of this dialect and the specific points where it

diverges from standard English has revealed a great many differences
which show up with high frequency. The child who learns to read
successfully must manage to reconcile the differences between what
he ordinarily says and what he reads. Some investigators, impressed
with the magnitude of this task for the black child, see it as extra
burden that must necessarily slow down his easy acquisition of read-
ing. They, therefore, maintain that linguistic differences not only
correlate with low reading achievement but may be one of its princi-
pal causes (3, 11, 13). Furthermore, they point out that the negative
value that many teachers place on nonstandard Negro English may

~ be an additional source of insecurity for the novice reader (2).

‘The list of regular, systematic differences between NNE (non-
standard Negro English) and the standard is a long one (5, 8). To

. give only representative examples that the beginning reader might

face, /f/ shows up under certain conditions where (8) shows up in
the standard, as in the word both; the past tense marker that is
spelled -ed is not pronounced, so that there is no distinction made in

speech between look and looked; for standard Tkere is (or There’s)

no girl in here we hear It ain’t no girl in here, or Ain’t no girl in
here. But, after all, it is not altogether clear what the significance of

124
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,ih differences, either individually or cumulatively, may be to the
ntire. process of becoming a fluent reader. What is the effect, for
nstance, of the apparently additional discrepancy between sounds
and letters? What is involved in learning the dist;m::ticjn between
printed look and looked? 1f a reader could identify all the individ-
ual words in the sentence There is no girl in here, would he fail to
understand it? If so, what would be the conditions for lIearning this
particular standard construction and others like it? What would be
the effect of various types of frequency or context? How important is
the place of the grammatical rule for this construction relative to
others in the child’s grarnmaf? These sorts of questions are difficult
to answer, but they deserve attention if we are to provide any direct
evidence for interference in the acquisition of reading as a result of
the differences between the child’s language and standard English.
As it stands now, such evidence with regard to NNE is virtually nil.*
The main question at hand turns on the degree to which the
child’s spoken language and the written language can differ before
the task of learning the language to be read interferes with the task
of learning to read. How much discrepancy can there be before

"""1“ W

immediate ﬁ@mprehensmn and long term development are seriously

impaired? In assessing the Prablem for the American black child,
then, it is not enough to show the contrasts betweeri his speech and
the staﬁdafd 513&&1:11 of his"‘white peers We must alscr examine thE

task W& must take into account hls z:apafslty for learnlrlg the other
varieties of his language. And we must remind ourselves of all that
we know-—although it is really very Ilttlégabﬂ t the prtjtess f_lf

‘learning to read.
A few thcug its on written language will rgmmd us that in

* Sevgral attempts. have been fﬁade to. ﬁnd DVEI'E effects of interference. by
investigating the nature of oral reading errors. Kenneth Goodman (6) found
that about 10 percent of his sample could. be: attributed to the effects of dif-
ferences in pronunciation and grammar, and Yetta Goodman (7) noted an
‘even smaller proportion among her subjects. In a sample of 144, we found 10

- percent that differed- grammatn:ally from the text in the direction of NNE. But as

Goodman and his associates have pmnted out, these so-called “errors” may not
reflect interference so much as fluency. The child who is - reading along with
uﬁderstand;ng y ease into his c:amfgrzablg dialect.

Q
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contrasting NNE with standard spoken English, we must not equate
he spoken standard with the written. The written standard has a
et of traditions all its own, not only in the selection of words but in
the way that sentences are constructed and also in what constitutes
an acceptable sentence and in the progression of sentences through
a text. We would expect that the spoken standard would be more
similar to the written standard than would be the nonstandard—
even if our norm for the spoken standard is the speech of six-year
old illiterates. But as we all know, the-texts for beginning readers,
limited as they are to a small range of vocabulary, short sentences,
‘and short texts, hardly reflect the complexity of any child's spoken
language. There are variations in first grade materials, of course—
the Ok, look style differing from the Nan can fan Dan style in a
significant aspect of their rationale. Yet, in spite of the limitations,
first grade written English includes sentence types that do not or-
dinarily appear in speech, such as Faster and faster went the train
and Out ran the mouse. In spoken English, this pattern is largely
restricted to use with Zere and there in the first position and to the
present tense forms of be, come, and go as verbs,
the rocket and Here comes the judge. That is to say, if we wanted to
~ describe the acceleration of a rocket during takeoff, we would not
say, Faster and faster went the rocket. All in all, the detailed analysis
of the differences between NNE and the standard of six-year-olds with
Tespect to grammar and what we hastily call style may fade in com-
parison to the differences between Spoken language and the neces-
sarily. reduced language of material prepared for beginners. Every
child who faces reading for the first time faces a new variety of his
language. It is not at all clear that speakers of NNE are at much
greater odds with their primers than are their white agemates.

" Nevertheless, speakers of NNE “are. confronted with different

grammatical constructions and pronunciations at the outset of their

reading career, and they somehow must relate this variety of English

to their own in order to succeed. What is the magnitude of this task?
- It has been pointed out that the features characteristic of NNE are

most consistent among young speakers (3, 10) so that children face

learning to read when their speech is most different from the stan-

dard. But this is also the age when humans still have the capacity to

as in There goes.
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learn new languages and varieties ith amazing flexibility (9). It has
been observed that six-year-olds learning a second language in a new
environment often succeed in achieving the proficiency of their play-
mates within a year. As far as dialect goes, children shift to the di-
alect norms of their friends in a new cornmunity, in spite of their
parents’ protests. At this stage of their mental development, speakers
‘of NNE are entirely capable of assimilating the standard; and if you "
listen to first graders, you will hear indications that they do, espe-
cially on some special academic occasions. To give one example, the
speech of a group of black first graders chatting with a researcher
abcut what they had done that morning, when compared with their
oral reading of a familiar story, showed a notable shift from casual
to careful style. When they read, the children pmnﬁuncgd almost all
occurrences of the words the, there, and then with standard /d/
rather than the /d/ that is usual in their casual speech. They care-
fully articulated consonant blends such as the -nt of don’t and went
as often as the simplified them to /n/ or nasalization of the vowel.

But in spite of such demonstrations of flexibility, it is a clear

fact that ya::u’g spéaker f HHE dr;; ‘not master the stamn dard smlply .

the media or EISEWherE The reason fgr l;he;r fallure to do so seems
to be that the most influential model for the maturing speech of a
child is the speech of other children. In the usual first grade in the
inner city, other children do not speak standard English. Stewart’s
observation (I0) that age grading by speech is particularly striking
in the black community may also be important here. So, in spite
E!E thé child’s'::apaﬁity to master. thei tea::her’s mﬁdel 'tjf tEE staﬁdafd

the lack of ﬂppartumty for sustained interaction in. the standard' h
prevents him from acquiring standard speech patterns. ,
‘But because he fails to use a certain set of standard. c:cmstma:%
uans, a ch:ld does not necessarily fail to understand them. The de-
scription- of the systematic divergences between the standard and
NNE has raised few instances where there is danger of outright mis-
understanding that would not be clarified by context, at least for
"adults. It may well be signi ificant for the _beginning reader that rel-
ative to NNE, the standard langusge i print is overwritten. Letters

Q . . o =
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occur where sounds do not appear, some of these letters representing
inflectional endings that mark the possessive and plural of nouns and
the regular past tense of the standard and some others representing
forms of the verb to be. How the young reader handles these sorts
of differences is not at all ¢lear, but it would seem that the student’s
task of learning to read from overwritten texts is easier than if he
has to fill in the details of an unfamiliar grammar as he goes along.
When it comes to being able to understand syntactic divergences,
such as the differences between There is no girl here and It ain’t no
girl here, there is reason to believe that young children can, as part

of their capacity for learning languages, make the appropriate cor-

- respondence with little effort. Even though we may not actively

control other dialects or even languag&s well, we have all learned to
understand varieties of language other than our own, often with a
great deal of accuracy despite apparently great differences. First
graders are at least as capable of learning to understand a dialect
as they are :::E using it, but, again, we have little specific information
about the nature of the process. Clearly, more specific information

- on the comprehension and learning of the spoken standard language
- by speakers of NNE would contribute to our attempts to un d erstand

their learning to read the written standard.
When it comes to the task of grasping the relationship between
spelling patterns and sounds, children who speak NNE may well con-

front greater discrepancy between their pronunciation of a word

and its representation on paper than will their white agemates. Rel-
ative to the standard pronunciation, NNE substitutes, e.g., /d/ for

/&/ and [/ for /8] under certain conditions, loses /x/ and [/1}

under other conditions, and reduces consonant blends, especially
at the ends of wards (S‘) As far as the relationship between the stan-

~ dard spoken variety and the written goes, linguists have pointed out
that the spelling of English represents the sound system by regular-
ities that are gbszur&d if one SImply attempts to match individual

segments with individual letters (12). Some have even gone so far
as to propose on the basis of their intensive analyﬂs of English pho-
nology that, at least as far as the aduit language goes, our traditional

”x:xrtht::graphy is as good as any to represent standard English. An

analyms of the phanalggy of NNE relanve to our spelling has. led to



WEBER 129

the further suggestion that it is also adequate to represent that
variety of our language (), thus demonstrating that our spelling
system is speelﬁe to no dialect in particular. Bur in guiding children
toward grasping these not very obvious relationships between spell-
ing and sound systemns, teachers must start their students eff with the
relationships which are obvious—the spelling patterns of great gen-
erality whose letters can be related to the sound segments of words
one to one. The first grade teacher may be concerned that her black
students’ prenunelatlen patterns do not obviously parallel their rep-
resentation in spelling. Here again we should not forget the lin-
guistic flexibility of six-year-olds: Initial practice on sound-letter
correspondences involves citing words in isolation. We can trust
children, first'of all, to shift their pronunciation of words to what we
call citation forms, i.e., to take a word like can, which is usually
pronounced /kIn/ in sentences like Nan can fan Dan and pro-
~ nounce it ee that all the words will thyme. We can further trust
them to shift their pronunciation of a word without losing its iden-
tity. That is, they can pronounce told as /told/, /tel/ or /to/ and
accept one as the stylistic variation of the other, saying /told/ when
reading off a list but /tol/ or /to/ in the middle of reading or telling
an interesting story. It hardly seems necessary, then, to accommodate
eelly lessene in seund—letter eerr‘_seendenees to the prenunelanen ef

Inedatiens fe:r themselves . .

o Flnall‘y, when it comes to ident ifying words in discourse, there
seems to' be no reason to suppose that the influence of preceding
gTammetlcal and semantic context is much less for the speaLer of
.NNE than fer the standerd apeeker, The vecabulary ef NNE, it hae '

some of i;he pette'rne ft:rr e}:pressmg grammetieal meemngs, such . -
‘as negatives, are certainly distinct, there are many other basic pat-
terns, such as that shown by the structure of the noun ‘phrase, that
are almost identical to the standard. Thus the restrictions on the
successive words in a staﬂdard ‘sentence are largely shared by speak-

ers of NNE. We would, therefore, expect them to take advantage of -
the eenstramts te 1dent1fy werds as the;r standardsspeakmg eg;
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The dﬂferem:es bgtween NNE and the standard written Ianguage
appear to be great, until we take into account children’s capacity to
bridge the differences. We lack specific empirical evidence that
'- knﬂwmg only the dialect will interfere with the black child’s easy
| acqmsnmn of reading; but, after all, we also lack specific evidence

that it does not cause prc;blems at all. We are far from answering the
_questmn. how much can a ‘written 1anguage differ from a spoken
language before the task of language learning lﬂtEI'fEIES with the
task of Ieammg to read?
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Imprc:vmg the Meamng V ﬁcabulaxy ‘f |
Inner—(jlty Chlldren

NEW Yﬁrk Exty Bﬂaﬂi ::nf Educatmn '

INNER-CITY LHILDEEH are th::rse who live in pﬂvcrtyastrlcken urban
neighborhoods in most United States cities. The majority are Ne-
groes, some of Latin-American baﬁkgmund and a few are members
of other ethnic minorities. The f;armly into which these children are’
- born is usually member of a particular group or class, and the
cultural Enwmnment is. almast always circumscribed by this factor.,
“Human nature has bheen defined as “culture nature”; and since
each group or class develaps its own culture, these children learn
their culture from their identification with the environment. These
learnings in a- partlt:ular culture are Stl‘EhgthEﬁEd ‘by association with
family members and peer relatmnshlps Smtzc there are strong lim-
itations of - mc:bllxty from this. g'raup or class,_these children are
denied full social partlcipa ion. They are thus also - des::nbed -as
“culturally depnved -Havighurst 'statés that the depriv:d may fall
into four groups: 1) affectional deprwatmn the lack of an adequate |
amount of affection, love, or _emotional support; 2) rm:tdel—perscjn
deprivation—the absence of persons in a child's life who are good

.'examples for the child to imitate. as he grows-up; 3) intellectual

o _depnvauansthe lack of a hﬂme environment in which books and

~ mewspapers are read and where there is little ‘or no discussion of
'bﬂaks politics, music, or similar mtﬁllectual at:tzwtles and -i) nu-
tntmnal depnvatmnqlnadequate amounts of f::sr:d ‘This defini-
‘tion (¢) points up that we must consider each one of these children
as a whole person, carefully: s;:rutlmzmg the ernt:rtmnal ‘social, mtel
'Icctual and physical davelﬂpment .

| The s;:h::c;l is an institution of society and as such reflects the
nature of the culture of which it is a part. In the Umted States the
-'s;:hc::zrls are Iargel}r dammated ‘by m;ddle—class tgax:hers and admm-
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~ istrators. Because of this condition, the culture of the school reflects
the controlling ideas, values, and sentiments held by people of this
class. The objectives stressed; the subject matter provided through
what is believed to embrace the most significant -and ‘universal
~ knowledges, skills, and ideas; and the type of:problems and activ-
ities faced, point to the goals and. objectives of ‘middle-class values.
~ Such a limiting curriculum threatens the culturally deprived child
and impedes his fullest growth since it violates some basic principles
of learning, such as the following: 1) recognition of individual dif-
ferences, 2) importance of starting with the learner where he is,
8) importance of: linking vicarious. experiences with first-hand ex-.
periencing, '4) importance of motivation -in relation to genuine
learning, and 5) the need for the learner to share in the planning-of
curricular experiences. Furthermore, the present curriculum is
based upon traditional activities and skills, arbitrarily taken from
 middle-class culture with emphasis upon the West European culture
and languages. Such subject matter does not deal with the kinds of
‘ongoing problems faced by most children coming from culturally
~ deprived. homes and communities (10). ST

- . Strengthening and changing. the curriculum to meet the needs

 of the inner-city child involves participation of both the teacher and

‘the parent. In order to improve the meaning vocabulary of inner-

city, children, the teacher in the classroom and the parent in the
the following steps: = .~ 0 |

 home must take T T T S P -
. - Talk to the child. Almost from the day he is born, a child is

" ready to express himself. At first ‘he will’ resp